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Editorial: Approaches to research in the education and
learning of adults

Andreas Fejes
Link6ping University, Sweden (andreas.fejes@liu.se)

Katherine Nicoll
University of Stirling, Scotland (katherine.nicolk@r.ac.uk)

The field of adult education and learning has ermaseed research and scholarship
from diverse perspectives and these have changedtione. Approaches and trends
across this domain of activity perhaps resonaté #iat of a wider field of education
and the social sciences; the intellectual resoupielsed up at any one time wash
through and across these domains of activity. Attame time ‘the field’ has never
been a homogenous or easily identifiable entitys itherefore difficult to make valid
generalizations of the status of approaches wahdefined field at any particular time
or location. The visibility of what goes on is alsmnificantly limited and obscured.
This is partially in that what goes on as reseaney not be published in identifiably
adult education literature, partially in the sepiara of the field into various foci of
interest (adult, vocational, community, higher eation, workplace learning etc.) with
specialist journals for publication, and partialg a result of the dominance of the
English language used for publication; thus a latldissemination of research and
scholarly writing across language barriers. Ithiert only tentatively and with caution
that any partial picture regarding change in thereaches to research and scholarship
in a field of the education and learning of adoksr time can be painted.

One might perhaps think it quite safe to follow tlamguage of policy as a
framework for analysis of change in approachestearch at the most general level.
For example, lifelong learning now appears an aeckpnd central concept in adult
education policy over the last decades in many tmsnand a major focus of policy in
the European Union (EU) and many of its membeestd&merging during the 1960s as
‘lifelong education’ it was linked to humanist vakiand ideas of personal growth. In
the 1990s, now as ‘lifelong learning’, it becamescasated with a shift of policy
emphasising competitiveness and economic growtHeldrg learning became
commonly argued within national and wider policias a necessary feature for
individual and collective well-being and a requierh if Europeans are to remain
competitive in a global environment (cf. Fejes &hBdedt, 2012). However, policy
promotion of lifelong learning at this level ang finsertion’ into discourses of adult
education over time, never did indicate any direahslation as change in research
approach in the field. Rather, over the period fritra 1960s, discourses of lifelong
learning have been bound up in quite complex waiis policies promoting lifelong
education and learning and wider socio-politicarae and changes in the practices of
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institutions for adult education and teachers agarmers in many locations. The
targeting of specific groups and objectives forriéay through new government
funding streams and projects has had no doubtitechkffects on research and wider
changes in the funding mechanisms for institutidtawve in some ways perhaps
supported a refocusing of research towards workplearning and informal and non-
formal learning. Perhaps partially as a consequehsach wider socio-political change
there has been articulated in some quarters witi@rresearch community, significant,
new and distinctive challenges arising from theernationalisation and intra-
institutionalisation of policy and practices anck twider influence of what might be
called globalizing processes. However, there iggdam placing too much emphasis on
the role of the EU in directing, refocusing or a&ig research approaches to adult
learning, or bringing forth the turn to emphasisarhing which has been identified in
various scholarly analyses of contemporary changé&/estern societies. The problem
of any temporal narration of approaches to reseattubh starts by considering policy
or wider socio-political change is that the poiftdeparture for analysis policy or
such wider analysis of change; tending to make teeem more important that they
perhaps are.

With distinctively different traditions of and infénces to the academic study of
the education and learning of adults in the fielcerothe years, generalizations in
narrations of approaches to research or changesaEurope are bound to be reductive
and flawed. The direction of approaches to researzh scholarly activity in Europe
have emerged in distinctive ways in different gepdical locations. Events and
trajectories could perhaps best be traced and cieaized for the field through a focus
on local histories; pursing the question of theliettual resources emerging and drawn
on at different times and places. Questions fa fteld’ are then perhaps those over the
approaches to research and scholarship that erteedgminate in differing locations;
approaches marginalized in this, the local hissoaed contestations and struggles for
recognition entailed, the limitations and produtis in relation to specific purposes,
agendas and concerns and the affordances that @ewgig new local developments.
This also raises questions about the ability of ‘éield’ to inquire into its direction or
engage critically in this.

In this issue we have wanted to create space ¢metin the field to highlight their
own trajectories and agendas in research and sshgdaand scholarly reflections and
deliberation with regard to these sorts of questidn this Editorial we will introduce
five articles that draw on theory and traditioranfrdistinct locations.

We are concerned then to attempt to step back fhenresearch and intellectual
resources that we perhaps commonly take for grantédwe study of the education and
learning of adults. We sketch the field, in a framtary way, in our own fashion; first,
through a short, narration of its history of tramhts and epistemology, and, second, in a
turn to consider the current appearance of theorgsearch and scholarship in the field
— reviewing and characterizing theoretical orieoted drawn on today within four
dominant international journals in an attempt tovme a ‘thought piece’ for
discussion. We have no conclusions here, but feg¢ldebate about the direction of the
field and its capacity to ask questions is witholoubt important. Without better
understanding of this dynamic, discursive, polltigiwerful and historical fashioning
of research and intellectual resources in the figlds not for us clear how current or
future directions might be informed or understdoehving this discussion to those who
would direct research to an effective relationshgiween commerce and education
does not seem to us to be necessarily fruitful. Wéiapears necessary is the
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construction of histories of discourse, wherebgrakitive understandings of what has
been might be necessary for the future can be edg&ge can only begin here.

A wide and diverse range of perspectives - field, history and epistemology

Research in the education and learning of adulthaa diverse, drawing inspiration
from quite different traditions and conceptual damaacross Europe. Where it has
emerged as a named field, this separation has soesbeen attributed to a conceptual
separation of the adult learner from the child thppeared from the 1960s in many
European countriés

‘Andragogy’ as the science of the teaching andiegrof adults was distinguished
from pedagogy in the work of Alexander Kapp (1833)Germany in 1833. In the
1920s this idea was taken up in the United StatesLindeman and Anderson
(Lindeman, 1926) and became known in some quatteosigh the work of Malcolm
Knowles in the 1970s and 80s. However, there ateast two different meanings of
andragogy. In the US, through Knowles (1973, 1988%ragogy signified the practice
of adult education resting on normative groundsijevim some parts of Europe it came
to signify theoretical and empirical research onladducation. In the first decade of
this century, the concept is reported as used BnBg Croatia, Poland, Slovenia, and to
some extent in Germany and the US (Bron, 2006; ldsl& Abington-Cooper, 2000).

During the later part of the $0century, researchers into adult education and
learning are often represented quite generally agnb taken up concepts and
approaches from psychology and the humanities. &/ties is seen to have occurred,
humanist ideals, with universal notions of humawvettfgoment, progression, democracy,
equality and emancipation, are narrated as havagesd a distinct trajectory. More
recently other disciplines and domains of reseanelve emerged to contribute
theoretical and methodological inspiration; culttaad gender studies, policy studies,
and working life research as some examples (cfe& Salling Olesen, 2010).
Research on the education and learning of adul@rgsably interdisciplinary, and
although perhaps closely related to research invitler field of education it is perhaps
distinctive in its agendas and concerns.

It is through such distinctive agendas and concemnt the historical traditions
from which these emerge in different locations thdphasis on particular theoretical
and methodological approaches to research havegenhequite distinctively, but
perhaps with some common threads of narrative basedhat has been observed.
Emphasis in approach has been distinctive in oglab geographical location, means of
emergence, subsequent trajectory and conceptuatisétut perhaps there has been a
propensity for specific approaches to become mobie emancipatory work of Paulo
Freire, emerging as it did in South America, appdar have had a huge impact on
research and policy practice in that location amtébdcome mobilized and taken up in
many parts of Europe and elsewhere. A transforredgarning theory developed by
Jack Mezirow in the US is represented as havingifisgntly shaped research on the
education and learning of adults, especially in the. Biographical research also,
prominent now in adult education and learning reem parts of Europe, has spawned
the largest research network in the European sofoetresearch on the education and
learning of adults (ESREA) and numerous publicaiam the topic. Critical social
theory is yet another rich and influential thearatiterrain from which researchers have
drawn inspiration for transformative possibilitieBuring the last decades post-
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structuralist theorizations have emerged within Hrgglish speaking literature with
alternative forms of critical aim.

Research on the education and learning of adulssangued early on not to be a
separate discipline, but rather a practical fieldkmowledge (cf. Hirst, 1974). This
raised a question about the relation between thasrgnowledge of the field and the
status of adult education and learning. How beghinit be conceived? If a discipline,
adult education would define its own research dbjaad develop its own theories (cf.
Bron, 2006). A debate on this was especially irgetsring the 1970s and the 1980s,
the answers found partially depending on historg kxcation. Empirically it appears
that adult education was not confirmed as a unityebssed subject until professorships
in adult education were installed across univesiti(Bron, 2006). The first
professorship in adult education was created atthgersity of Nottingham, England
in 1923 (Bron, 2006), later followed by the instalm of professors in several European
countries. The instalment of professors in adultcation could be seen as important in
consolidating and acknowledging adult educatioa asparate area of study.

In the epistemological debate about adult educatieearch there have been some
who have argued for adult education as a separstglihe. Boyd and Apps (1980)
from a North American position, suggested thataeseers in adult education needed to
stop borrowing theories and concepts from otheciplises and start developing their
own. However, they appear to have been quite solafth this view. Several scholars
instead have argued for adult education as a @ektudy producing inter-disciplinary
knowledge (Rubenson, 2000; Bright, 1989b) usefupfactice (Usher, 1989).

Hirst's early (1974) discussion of forms and fiellsknowledge was used as a
starting point for discussion within literature d#éihg adult education (see Bright,
1989a). Hirst distinguished between ‘[d]istinctaiidines or forms of knowledge’ such
as physical sciences, human sciences etc, andldg]iof knowledge: theoretical and
practical’(Hirst, 1974, p. 46). Fields of knowledgeere proposed as made up of
composites of forms of knowledge, with the fieldttbaheoretical and practical.
Geography could be seen as a theoretical fieldnoiwkedge (the study of man in
relation to his/her surroundings), while educatmnengineering could be seen as
practical fields. Elements of moral knowledge — hibtwmgs should be done in practical
affairs — might be included in some fields of knedgde, e.g. education. Drawing on
Hirst's (1974) distinction, Bright (1989b, p. 34)gaed that adult education research
represents an ‘epistemological vandalism’ whiclomgs ‘the nature of its own activity
and content’ in that adult education had traditiynseen itself as a theoretical field of
knowledge. This Bright (1989b) argued was a mistkadult education researchers are
not true to the source disciplines. Adult educasbould, he argued, rather be seen as a
practical field of knowledge based on and with eeflfe engagement with source
disciplines.

Usher (1989) was not a proponent of adult educatithrer as separate discipline or
field of theoretical knowledge. He proposed addiiaation as a branch of education,
where both were to be considered as socio-pradiadds rather than as based on the
logic of source disciplines. There was a placeaherdisciplines, not as foundational but
as pragmatic. ‘Knowledge in the “socio-practica”gractical knowledge and therefore
not the same as the knowledge accumulated andipegiaim disciplines’ (Usher, 1989,
p. 67). The starting point for adult education asazio-practical field is then a
“necessary concern” with purposeful action’ (p.).6The implication being that there
could be no restrictions to theory, as theory sthdublp solve problems within a
pragmatic view, and with the use of knowledge airatedolving problems and always
related to a context.



Editorial [11]

This debate concerning the epistemological statuedolt education largely took
place in the 70s and 80s. However, as RubensorD)2tfies, there has since been a
major shift in what has been going on since thanthe early 1980s, he argues, the
question about borrowing from other disciplines disld of studies was a debated
issue, as there were strong proponents for defimidglt education as a separate
theoretical field of knowledge. In the early 2000stdebate has almost disappeared.
Instead, attempts are being made, he argues, ltaethe theoretical work of scholars
from other fields into the field of adult educaticesearch. This at least can be seen in
the aim and scope of RELA which states that ‘REhxites original, scholarly articles
that discuss the education and learning of adutis) fdifferent academic disciplines,
perspectives and traditions’, or in the activitieking place within the research
networks of ESREA.

Based on the above arguments, it is possible tclade that the epistemological
debate is no longer as big an issue as previouatythe case. At the same time, when
focusing on adult education and learning reseavdayt we can see how it is diverse
and draws inspiration from quite different disaigs (forms of knowledge) and fields
of knowledge.

Approaches to research and scholarship

As contribution to a discussion of the state of fiel we have looked at the articles
published in four international adult education rjmals publishing in the English
language; identifying the theoretical traditionstbeorizations drawn on in 2011 for
research and scholarship within these publicatiduo®king at what is published in
these four journals does, we suggest, offer aistgpint for discussion of the far wider
and more complex profusion of research and schofargoing on and published or
otherwise elsewhere; lying within the covers ofegsh reports or scholarly texts.
Looking at these articles might be said then tallbeninating in that they provide a
flavor of what goes on in these specific sites. Whase journal publications illuminate
must though be taken with caution, as through thgligh language approaches perhaps
achieve a peculiar prominence and propensity fdoilization, as if representational of
what is going on, and in this achieve a higherifgadhan they might otherwise have.

The four journals selected for analysis of the apphes taken to research and
scholarship have beeéxdult Education Quarterl)AEQ - USA), theEuropean Journal
for Research on the Education and Learning of AJ(RELA - Europe),Studiesin
Continuing Educatior{SCE - Australia) an&tudies in the Education of Adu(SEA -
UK). All articles published in the 2011 volume dfese journals were analysed and
characterized in terms of the theory/approachesiliseth and what these ‘did’ (a total
of 67 articles were reviewed with the followingtdilsution: AEQ: 19; RELA: 12; SCE:
21; SEA: 15). Qualitative studies dominate thesgl20ublications, and there are three
theoretical approaches used in a more substardialtian others (altogether half of the
articles): critical pedagogy, post-structuralistedhsations and socio-cultural and
situated perspectives on learning.

Critical pedagogy appears an important theoreteahin for researchers engaged
in adult education and learning research in thesaernpls. The uptake of
poststructuralist perspectives is strong. Thistaseems to be in concordance with the
argument by Fejes (2008) where 9% of the artigiethése four journals over a seven
year period referred to Foucault. The strengthhi@ humber of socio-cultural and
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situated perspectives within these publicationsccanaybe partly be explained by a
trend towards such perspectives in education memerglly.

One could probably argue that the above three ¢hieal traditions are also quite
common in educational research more widely if weaid@analyse other journals from
the same geographical locations and with the sangubge (although this is an
empirical question). However, among the other kgigublished in the 2011 issue,
there is also a representation of two theoretrealitions with a specific relation to the
field of adult education research. Transformateerthing theory grew out of the field in
North America, while biographical research havedbee important to adult education
researchers’ in having developed this approachénfield as their own; drawing on
strong traditions from sociology (since the 193@d avived in the late 1960s in the
work of Bertaux), history and literature. Both ts&mrmative learning and biographical
research are represented in the 2011 volume opthreals, but not as extensively as
one might expect, given that they are argued inynpdaces to be commonly adopted in
research (cf. Taylor & Cranton, 2013; West, Alh8iig Andersen & Merrill, 2007).

Analysis

In the analysis of the four journals, critical pgdgy is the most common theoretical
terrain referred to (15 articles). Here authorswdn critical feminism, community
learning, social movement learning and post-colop@spectives. The problem with
identifying approaches through numbers (not evatissical indicators, for the numbers
are not sufficiently large), is they appear to sagnething about a research community
even though they cannot be taken to imply this ng atraight forward way. What
inference is possible from this emphasis? Perhapssuffice to say that from this data
critical pedagogy approaches continue to be styomgled, and supported by peer
reviewers as ‘within the true’ of the work of theldl; implicating continuing support in
the addressing of specific social claims and issdie®cial injustice and inequity. This
where critical pedagogy

regards specific claims... as parts of systems dgfahd action that have aggregate
effects within power structures of society. It ask®ut these systems of belief and action,
who benefit® The primary preoccupation of critical pedagogwith social injustice and
how to transform inequitable, undemocratic, or egpive institutions and social
relations. (Burbules & Berk, 1999, p. 47)

Among the articles categorised there are a widgeaf objectives; such as a focus on
‘how well organizations are able to make use o$ {iCT] technology to further their
goals of promoting social movement learning andviesch’ (Irving & English, 2011, p.
262), or for Holst (2011, p. 117) one of the aimga ‘elaborate what | consider to be
the major challenges which new forms of social nmoeet organising pose for adult
education research interested in advancing sa@#tg’. Grayson (2011, p. 197) ‘sheds
light on the interrelationships between organisang educating, and the importance of
re-historicising and politicising social movemehedries’ and Zielinska, Kowzan and
Prusinowska (2011, p. 251) focus on describing @asanovement that started at a
university in Poland aiming at ‘democratising thaversity and implementing various
changes concerning space management and decislongmmaocesses both within the
academia and in terms of future education in génefhe dominance of varied
approaches that take up such themes, implicatesati&nuing support for such aims
and motivations by English language speaking asthod reviewers.

In this issue of RELA, one article is positionedtims critical pedagogy domain.
Liam Kane from Scotland compares popular educatnoBurope and Latin America.
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He argues that both have something to learn fromh eather in terms of the
relationships between popular education and thte.stan the one hand, popular
education as it emerged in Latin America could dilgap that the educational system
did not cover, i.e. basic education, while in Ewagducation has most often been
understood as equivalent to state education. Ewoplel, Kane argues, learn from the
independent popular education initiatives from hatAmerica. In Europe the
relationship to the state and state funding mighit lthe possibilities for social action.
On the other hand, ‘familiarity with the Europeaxperience of widespread state-run
education may help alert Latin Americans to both gitfalls and opportunities in trying
to engage in popular education within state stmestt(Kane, 2013, p. 92).

Poststructuralist theorisations were the secondt moexmon approach in the
journals analysed (12 articles). Although it iscalsossible to speak about these as
critical theorisations, they differ from otherstimat they are anti-essentialist and non-
dualist, avoiding any search for essence and agusAmong the articles identified,
there were authors drawing on the work of Foucaot Ranciére and those working
with actor-network theory. The focus was on howjecivity is discursively shaped,
for example, in how students within a basic additaation program in social and health
care, ‘are positioned and position themselves lation to the discourses mobilised in
the programme’ (Winther Jensen, 2011, p. 107)n@rfocus on how workers in elderly
care are mobilised through a technology of activaind technique of invitation (Fejes
& Nicoll, 2011). Yet others focus otherwise, diiagtpost-structuralist critique towards
autobiographical writing used in adult educationidiplson, 2011), or, through actor-
network theory, to critique fixed ideas about nelaships between learning and work
(Mulcahy, 2011). What these analyses do, is taigdisthe taken-for-granted-ness of the
present, disrupting our notions of progress, dguaknt and enlightenment, and allow
different knowledge constellations, discourses nadtices to emerge.

In this issue of RELA socio-material conceptuali@as for research in adult
education and learning - complexity and actor-nekwo are put forward by Tara
Fenwick and Richard Edwards, also from ScotlanayTdlistinguish these approaches
from others through their performative ontology.eyrargue that these help in tracing
relationships between the social and materialachang and learning: ‘Thus teaching is
not simply about the relationships between humanssbabout the networks of humans
and things through which teaching and learningrameslated and enacted as such. They
do not exist and cannot be identified as separata the networks through which they
are themselves enacted.” (Fenwick & Edwards, 2q1354). The authors explore
notions of agency and empowerment in adult edutasind argue that such theoretical
work develops understanding of how specific sualoants become stabilized and what
they do.

Three out of the nineteen articles in the 2011as5UAEQ draw on transformative
learning theory, while there are none with this rapph in the other three journals.
Developed in the North American context, this tlyewr directed towards interest in
how individuals transform their worldview. Thereeaargued (see Mezirow and
Associates, 2000) three possible dimensions to drasformation: psychological
(changes in understanding of the self), convicligrevision of belief systems), and
behavioural (changes in lifestyle). Important irppgort of such transformation, is that
people change their frames of reference by critigaflecting on their assumptions and
beliefs. Transformative learning theory emerged in the UBugh the writing of Jack
Mezirow (see e.g. Mezirow and Associates, 20000hia 70s, and it has had a huge
impact in the northern American community of adedtucation researchers and an
institutional emphasis in the annual internatiotrahsformative learning conference.
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The focus of those articles published in 2011 wameunderstanding ‘older adults’
(elders) transformative learning through bereavdnrefate life’ (Moon, 2011, p. 22),

to discuss how Mezirow’s theory would be more ukdfut was applied in a more

cultural sensitive way (Ntseane, 2011) and deeperunderstanding of transformative
learning for researchers by analysing their ownlabolrative research (Swartz &
Triscari, 2011). These articles in the main Nortimekican journal in the field offer

examples of the approach, and indicate perhapsoagspresence in the field in that
geographical location.

In this issue of RELA, Edward Taylor and Patricieon from the USA critically
discuss the development of transformative leartiiegry and argue that there is a need
for more in-depth thought to avoid redundant anmeinistic analyses. The problem,
they argue, is that despite that the number ofiplibdl articles using transformative
learning theory has increased substantially overldilst 15 years, it is repetitive, and
with little theoretical progress. Further, they enat strong North American dominance
of its use. They identify five issues in need atftlier debate to develop theory in this
domain: the role of experience, empathy, the tHeamperently positive orientation, the
desire to change, and the need for research imgpositivist and critical approaches.

Biographical research appears important in thel fadl adult education research.
Although including a wide range of different braeshgenerally speaking the focus of
biographical research is on the individual learared the ‘importance of engaging with
the everyday and small scale in building understandf how the world works, based
on social interactionism perspectives’ (West et 2007, p. 46). If transformative
learning has been popular in North America, biobregd research has especially
become so in Europe; there is a research networkf@rhistory and biographical
research within ESREA that attracts many partidipém its meetings. In the analysis of
the 2011 issue of the four journals there are titicles using biographical perspectives
for their analysis, both published in RELA. One wa&fyinterpreting the dominance of
specific approaches might be in their subjectivdiscursive function within the field in
particular discursive locations. Although these @pproaches (transformative learning
theory and biographical research) may appear distaly different, and refer to the
American and European contexts respectively, it fbaythat they adopt somewhat
similar such functions.

However, the orientations are diverse. In one et¢harticles, Maier-Gutheil and
Hof (2011, p. 75) ‘compare individuals’ [adult edtbaors] narratives of their
professional work at different times in their biaghies’ in order to understand ‘the
differences in professional learning through thie Icourse and the influence of
institutional and social context in the developmehprofessionalism’. In the second
article the focus is on analysing how identity isltin a cross-border area drawing on
group interviews and biographical interviews (Gaaldt al., 2011). Biographical
learning thus provides a way to identify socialvesl as institutional contexts and
interaction, which influence individuals’ learnitrgjectories and identity processes.

In this issue of RELA, Rob Evans from Germany idtroes the research interview
as a site of learning and knowledge sharing. By leynpg a detailed discursive-
linguistic analysis of a life-story, the author pides a picture of local construction of
social action. As Evans argues

a research interview, embedded in interaction artigipant reflexivity, and addressing
the learning transitions told in talk, can “tapolhthe construction of new knowledge
adults acquire (Alheit, 2007) as they break withitirees of everyday experience and
move on to new biographical spaces in which theypasition themselves anew (Evans,
2013, p. 29).
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Again with a focus on knowledge, but this time #r®owledge of professional adult
educators, the last thematic article in this issidrom Armando Loureiro, Artur
Cristévao and Telmo Caria from Portugal. These @wstdraw on the work of Bernstein
to explore how specific adult educators make useféitial’ pedagogical knowledge.
The study draws on Bernstein’s model of officialdagogical discourse and
ethnographic field methods, to focus on the worla @éam of specialist educators in a
local development association in the north of Ryatuwhere pedagogical work is
heavily prescribed by external agents. The studploegs the reproduction and
recontextualisation of knowledge — exploring theoin for manoeuvre’ (Loureiro,
Cristévao & Caria, 2013, p. 72). of these professis® in reworking the official
knowledge of educational programmes, so as toroaigg with their understanding of
the needs and expectations of students.

End note

In this editorial we indicated our thoughts on tieed for histories of approaches to
research in the field, and in our own partial arayinentary fashion, began to explore
ways in which the field has been conceived and #onge of past and current

approaches. Our hope has been that through thighendontributions of the issue a
space might be opened for further discussion abdtde

Note

! France, Holland and Yugoslavia are specificallyntimmed by Davenport (1987), in Holmes and
Abington-Cooper (2000).
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Narratives, memory and biographical knowledge in interview interaction'
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Abstract

The qualitative research interview engages witheeigmce of social reality in sites of
social interaction. Research interview respondeptsvide insight in biographical
interviews into the significance of critical changeocesses for their individual and
collective learning. Auto/biographical narrative$ earning, are emergent, evolving
accounts produced in a learning space hedged irtheydemands of the “reflexive
project of the self” which throw the individual nethan ever before in processes of
lifelong or life-wide learning onto their biograptal resources. These resources can be
understood as representing individual learning msses which are capable of
furthering the creation of new cultural and socséluctures of experience, new forms of
biographical knowledge which emerge out of the @rnecs balancing-act between
routines and learning transitions. Research intews embedded in interaction and
participant reflexivity, addressing the learningamsitions told in talk, access the
construction of knowledge as adults move on to Iniegraphical spaces and position
themselves anew.

Keywords: biographicity; knowledge; learning transitionsaigimar of meaning

Introduction

The qualitative research interview engages withviddal and group experience of
social reality and observes, questions and redbeltestimony of the actors themselves
in sites of social interaction chosen for the altn of data and its subsequent analysis.
The relationship between social actors who are lu&bin processes of change and
transformation in very different social, professbgnpersonal contexts and the
researcher has been central to the discussionseireh methods and research aims
throughout the various methodologidalns of the last decades (see Merrill & West,
2009). That relationship can be both reflexive gadicipatory, and can spur change
itself as well as demanding that we think aboutrthire of transformation in learning.
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This is particularly true, as many of us have egmeed, of interview-based research,
particularly when the interview serves as a catdtysnarratives of change.

Research interview respondents participating ireidi@ life worlds provide insight
in unstructured discursive interviews into the gigance of critical change processes
for their individual and collective learning. In going they can be heard building their
own discourses of learning, shaped in the intewlgee layering of interaction with (a)
their own told narrative, (b) with the researchgerada and (c) in the all-important
dialogue with those significant Others whose voiaed narratives give expression to
the complexity and transacted meanings of indiMidna group learning contexts.

Incidents of recollection and knowledge sharingwdrafrom a research site
involving an adult teaching professional will beamined here. With the help of a
detailed example of linguistic analysis of intewidata in the form of a micro-narrative
related by the Egyptian university teacher Shettia,paper will discuss an instance of
shared learning and knowledge constitution whidedaplace at the very limits of talk
heard in the research interview. In this way, theotetical and methodological potential
of the interview as a space in which learning andvwdedge-sharing can be questioned,
chronicled and theorised, will be aired.

Life-wide biographical resources as subjective knowledge

Auto/biographical narratives of learning, unfoldimg the interaction examined in
qualitative interviews, are emergent, evolving arde of motives, motivations, of
choices, renunciations, blockages and liberatiseneThey are stories of the self, and
they chart the difficult process of the reflexivenstruction of a (potentially) more
secure, cohesive self. In these auto/biographtoailes which we “collect”, the context
of the research interview is a learning space —t\WWesfers to call it a ‘transitional
space’ (Merrill & West, 2009, pp. 121-122) — in wiithe many stories of experience
can be tried out, and new attempts at coherencesacurity can be made. Yet, this
learning space is simultaneously hedged in by #reahds of the “reflexive project of
the self”, which dictate a constant attention te Wholeness and social “suitability” of
the professional/personal/emotional biography. peeemptory nature of the demands
on the individual to be able to recount a richgresting)and asuitablelife story can be
experienced as oppressive, resulting in a sensadéquacy, in silence, or irbéocked
undeveloping biography. Indeed, Formenti has liklethe demand to produce a story to
the experience of giving birth (Formenti, 2006).

It has been convincingly argued (Alheit & Dausié&t02) that the growing
relevance of concepts of lifelong or life-wide leiaig and the redefinition of
institutional and informal learning, throw the imiual more than ever before onto
their accumulated, layered and multifarious biogregl resources. These resources can
be understood as representing, put simply, theviehal distillation of learning
processes, the individual “twist” given to expedenwhich brings forth subjective
forms of knowledge, social, tacit, common-senseesghin their turn are capable of
furthering the creation of new cultural and soatlictures of experience. This social
practice of accessing (and constructing) life-whdegraphical resources in order to
meet the everyday requirements of a more indivigugteered life-course Alheit and
Dausien call ‘biographicity’ (Alheit & Dausien, 220p. 574).

The role of learning and knowledge acquisitiontfar so-called knowledge society
has been transformed. The changing status of ivadltinstitutions of learning (see
Field, Merrill & West, 2012), the trend to “indiwidlisation”, the transformation of the
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meaning of work and the re-definition in the powdustrial age of the role of
knowledge, are some of the most important signheftransformation which Western
society is currently in the grips of (Alheit & Daans, 2002; Field, 2001; Jarvis, 2000).

In this new situation, the layers of experiencaafreted and consciously accessed
biographical resources can — indeed, where ingtitaf communities or polities shift or
fail, they must be looked upon — as a new form of knowledge. Tiagraphical
knowledge emerges out of the precarious balanahyetween the life-being-lived, on
the one hand, and unlived or potentially-liveakfe, lon the other. For, following
Alheit, the everyday-common sense impression shayeall is that we have our lives in
our own hands, that we are the subjects — stedmmglan — of our biographies (Alheit,
2006). This impression of control, of direction, fignished us by the biographical
knowledge we have stored up. This stock of expeeeas potentially accessible to us,
yet no-one can make use of all the possibilitiescantains. It represents more
alternatives for filling out the social field wevé our lives in than we can realistically
grasp or take control of. Our biography, Alheitusg, ‘contains therefore a significant
potential of “unlived life” (Alheit, 2006, p. 5)This is the “overspill” of potential lives
we accumulate that feeds our knowledge of oursebugrslife stories and their meaning
in relation to others.

Biographical narrative and shared grammars of meaning

Central to this understanding of biographical krexge construction is thelational
nature of biographical narratives and biographieairk. Learning and knowledge
acquisition, predicated as they are on biograptezgkerience, are embedded in social
learning environments. Such learning environmdagsning landscapesr ecologiesof
knowledge are characterised by shared, situation-specifeanimg-making (Evans,
2009b; Evans & Kurantowicz, 2009; Miller, 1994). timese interactive environments,
biographies, their narrative forms, and their scigieare often conspicuously
constructed in relation tothers(Mason, 2004). Memory, too, as Halbwachs (199%) ha
argued arises in the relationship to others, beegnuollective memory, shared
memory, in the physical and emotional company ¢fed. Experience mediated by
memory is voiced and constructed in narratives bedgther, too, by language which
draws ongrammarsof telling. Theseggrammarscan be thought of as shared language-
worlds for telling life-stories and co—constructingographical knowledge. The
narrative, as a vehicle of ‘shared knowledge’ (Teefla, 2011, p. 235), created and
employed for the purpose of speaking of eventsthmmgis and people over and through
time(s), and capable of producing ‘filigree timeaanting® (Tomasello, 2011, p. 304),
performs this task with the aid of shared convergti@f understanding and what
Tomasello calls a truly ‘extravagant syntax’ (Toelds 2011, p. 302). Shared
understanding of narrative practice (how to bediaw to finish, how to express
judgement, emotion, reluctance, and so on) is tsédild the theories and standpoints
that emerge in narratives as pieces of such ongeifegtive biographic knowledge
(Capps & Ochs, 1995). The life (lived, unlived, e lived, re-called) told in the
interview is essentially embodied experiential mgmand as such ‘individual, un-
reproducible — it dies with each person’ (Susant&pa003, as cited in Assmann, 2008,
p. 49; see also Steiner, 1988)Vhile they cannot bembodiedby another, Assmann
adds, they can be shared, for as soon as ‘theyedpalized in the form of a narrative or
represented by a visual image ... they can be exeuanghared, corroborated,
confirmed, corrected, disputed, and even appraaigdssmann, 2008, p. 50).
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Interaction and the construction of the social

Negotiating identities in interaction with others the most basic communicative
practice in our routine and non-routine existentes an ‘ongoing accomplishment of
the concerted activities of daily life’ the accomspment of which is ‘ordinary, artful’
and known and used by members of society (Garfirl&7, p. vii). A prerequisite to
successful interaction, clearly, is having accesslearning spaces within which
biographical resources can be acquired and deplaeyebwhich, in turn, determine how
experience and common sense are interpreted. Experof oneself, as Luckmann has
noted, is constructed in the intersubjective exgrexe of others’ experience (Luckmann,
1981).

The overarching model of social experience | amaading, then, means that
orderly social interaction is accomplished in drtitommon-sense fashion, involving
accounts which combine particulars of the social @antural practices of individuals as
well as their conversational or more diffusely mational practices (Silverman, 1997).
The orderly accomplishment of everyday practickssglace in settings managed and
donewith an acknowledgement of conscious shaping &mwdice, with a recognition of
thebecomingi.e. the contingency of settings as they unfali] with a recognition of
social context and culture as parts of those ggtin

Interactions of all kinds, then, family or workustions, social relations, social or
cultural practice(s) must all be seen as siteshitiwdoing biographyis practiced, that
is, working on the construction of, and deploymamndl use of, biographical resources.
The discourse practices involved in the biograghica-work done in the
auto/biographical research interview context raag®ss past, present and future in the
talk and connect up with the broader, larger maligyi of social life, but their
production — in the interview — is local. Engagimih the localness of biographic
narratives is, however, as Schiffrin rightly rensrkraught with difficulties. ‘Many
aspects of discourse’, she writes, ‘are locallyatiaged and co-constructed: identifying
them and understanding why they appear, and hoydbeso, requires close attention
to minute details of emergent properties and sddlenontingencies of multi-
functional units in discourse that are notoriowdifficult to identify...” (Schiffrin, 2006,

p. 10).

The detail at the micro level serves to documemingphow this meaning making
takes place, how this is affected by group beloggiethnic or cultural discourses,
gender, age, professional and educational posigprénd so on. The detail gained
through close analysis is generalizable over tmgthle of a complete biographical
narrative, and potentially to other narratives #mel talk of that same person(s). The
analysis, documented and directly linked to theerwiew transcript artefact, is
falsifiable, as is the interview transcript and theoretical and practical criteria drawn
upon in its making (Ochs, 1979; Wengraf, 2001).

Detailed linguistic-discursive analysis of the {gtory allows the focus to be
directed to the culturally-known parameters of megemaking in spoken interaction.
The strong argument, for example, of thbjective approach in life-history and
biography research (e.g. Bertaux, 2005; Bourdi®931 Wengraf, 2001) that theld
life attains generalizability only through comparisord aontrast with thdived life,
validated through recourse to historical-so€sat, runs the risk of reducing the string
of narrative parts of a biographical-narrative iiew to an informational mask against
which the content of a life course is compared. ilany, while another influential
branch of biography research, the documentary rdefhmhl, 2005) embraces the
notion of interaction as ‘shared knowledge’ (ornpmctive experience’) (Nohl, 2005,
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paragraphs 4, 5), it leaves the told biography rghi would argue, in its concern to
‘identify the essential framework of orientatiorf the life history and search for means
of in)}erpretation beyond the action of the intewwiteraction (Nohl, 2005, paragraphs
4, 5.

Memory and discursive identity

In fact, ambiguity and incompleteness charactahseautobiographical narrative. Linde
points out how other peoples’ stories (relatedemorted speech, embedded #ckred

in the telling) become the speakeown stories through a process of appropriation or
conversion (Linde, 1993). The discontinuous andnistied state of the biographical
narrative is embodied therefore in the discoursepleyed by the autobiographical
narrator. Here Goffman’s concept @nbeddingcan be used to describe this aspect of
the speaker’s self. The words we speak, he pouis‘@are often not our own, at least
our current “own™ for ‘although who speaks is sitionally circumscribed, in whose
name words are spoken is certainly not’ (Goffm&811 p. 3). Thus embedding makes
it possible tcenactnumerous voices over space and time within trexactive frame of
the oral narrative and narrative interview (Goffm&B@81). This is a central feature of
interactive talk in the research interview. Indefed,the development of the speaker’s
own discourses within an emergent learning biograpghg, convertedand enacted
words of others or a non-curreself — what | have called elsewhezenbedded speech
(Evans, 2004) — are an important device for theecdnalization of talk and serve as a
powerful means of validating knowledge claims.

The tension between memory and recollection (iflee tact of rezalling
experiences, visions, images, sounds, etc., froongrthe accumulatdived stock of a
person’s life) is developed in the embodied inteoacof narrative practices. We have,
as Ricoeur points out, only memory to help us msdese of our past: ‘Pour le dire
brutalement, nous n'avons pas mieux que la ménpoive signifier que quelque chose a
eu lieu, est arrivé, s'est passé avant que nousré#ts nous en souverir{Ricoeur,
2000, p. 26). Before a memory can be understooacqsired, established, the act of
recall must be brought to bear, and lived thing must be salvaged, selected, and re-
proposed in the new context of a coherent biogcgblaiccount. Looking back, viewing
where s/he has come from, pondering on where thiallileading, the biographical
subject recreates past, present and future withptdette of the immediate now,
whereby thenow contains both temporal as well as spatial elemants current/non-
current other perspectives.

The language in which pieces of our life-storiedd avents which we have
experienced directly (or vicariously through therraives of others) are welded
together is ‘multivocal’ (Schiffrin, 2006, p. 204nd multilayered. Alheit compares the
spatial complexity of narratable biographical reses with a ‘landscape made up of
different strata and regions of different levels rifarness and distance’ (Alheit &
Dausien, 2002, p. 578)The temporal organization of discourse, too, ne® multiple
time-planes, and non-linear trajectories througredi True, embodied experiential
memory, as we saw above is ‘individual, unreproiec it dies with each person’
(Susan Sontag 2003, as cited in Assmann, 2008)padd the ineluctable progress of
lives through time from the past to the future dases our narratives, and forces form
onto them. But narratives possess another singhl@racteristic: recollection, Ricoeur
affirms, by its very selective, determined natunerses the so-called order of time.
‘En lisant la fin dans la commencement et le conveerent dans la fin, nous
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apprenons aussi a lire le temps a rebours, comméckpitulation des conditions
initiales d’un cours d’action dans ses conséquetaresinales’ (Ricoeur, 1983, p. 131).
The end in which knowledge claims and understanding arep@sed, re-shapes
retrospectively th&eginning Mishler similarly points out that if we wish taxderstand
how individuals learn, change, and develop, then'mugst have an alternative to the
linear temporal-order causal model, one that allfawsheir acting in the present toward
a desirable or away from an undesirable futuree sthtaffairs’ (Mishler, 2006, p. 36).
And, he continues: ‘it must also allow for their ygaof reinterpreting the meaning of
past events in terms of later consequences, thradmth they redefine who they are
and revise the plots of their life stories’ (Mishl2006, p. 36). In the following, the
workings of multivocality and recollection in a i@phical narrative will suggest how
shared knowledge is shaped out of the ambiguifipast experience.

Sharing knowledge at the limit of talk

We shall look closely at an extract from a biogiaphnarrative collected in Egypt with
an Egyptian university teacher who had an Anglogheducation. The content of her
story is quickly told: Sherifa, 40-year-old, debes her development from, in her
words, naive and inexperienced to more experiemmeigh contact with serious illness,
as a witness of the suffering of two close womémfis.

The following markup is used in the interview tramst extracts produced here:

Table 1.Interview markup

XX = Word-lengthening

() Pauses (audible breaks in flow of speech)
(1.0) Pause timed in seconds (to nearest second)
hh Out-breaths/laughter

.hh In-breaths

CXXX°° Quiet speech

+XXX++ Rapid speech

XXX::: Drawn-out utterance, drawl

Source: Author

Sherifa speaks

when | now look back:: I | see that | was SO sid:(2) specially the first two years when
I I knew NOTHING/ you know/ like (.) being SO naiead judgeMENTal and (.) | | had
for example no grey colouring between | just BLAGRKd WHITE/ and this is the effect
or the influence of the nuns that | was uhh browghthh ahh:: amONG and:: uhm no I'm
different (1) I'm more understanding now (2) thermgou know the more (.) the better
you become (4.0) well this is not like a clichéththbut it is a fact the more I/ know the
°more Sherifa develops®® the more experiencesthgmigh/ like the first time when my
my friend wa- died from cancer | mean had to goulgh that experience with all the
pAIN/ And all the MEDicine and (.) the FEELINGS/athshe was going through and she
was telling me about and | sometimes used in thigngs the pieces that | wrote (.) ahhm
the FEELINGS | had at that time not the same (ike) the ones I'm having now (1.0) a
close friend of mine is suffering from cancer (Z8he’s dying | think of (.) of it°° (2.0)
so that's DIFFERENT/ (.) I'm now able to help heoma and to support her more and
now | understand the feelings they go through acahl(.) HELP her with these things (.)
and | think that (.) strengthened me because | seafraglLE? at the beginning | was
always scared of the smallest things | would PARlidche smallest event (.) now I'm
differENT/ and the and the more | read about camacel how people go through? and
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stuff like that I'm helping her this is one aspetit (.) so BASED on that | think I'm (.)
you know this applies to all (.) the other things0j the more you know the more::
developed you become characterwise of course [ImOhot necessarily (xxx) or better
sometimes

The narrative has been divided into preamble, eeisb episode 2, and coda. Each
segment is analysed according to language struturenore detail on this analytical
approach see Capps & Ochs, 1995; Evans, 2009axramutertextual interpretation is
provided.

Preamble

1. When | now look back::

2.1 1 see that | was SO stu::pid (2)

3. specially the first two years when | | knew NON&G!

4. you know like (.) being SO naive and judgeMENam=d (.)
5. 11 had no grey colouring between

6. | just (.) BLACK and WHITE/

7. and this is the effect or the influence of thmsthat | was uhh brought up .hh ahh::
amONG

8. and:: uhm no I'm different (1)

9. I'm more understanding now (2)

Adverbs of routine time with present tense epistevarbs of looking back and seeing
(understanding) are expressed with the aid of agéirgt person. The epistemic verbs
suggest confidence and knowledge. While L.4 rep@mtsntensified structure of L.2,
the avoidance of first person, using “being”, gatizes beyond Sherifa herself. Her
prosody is interesting: through the parallelisn2addjectives in LL.4 and 6, balance is
achieved. Careful semantic choices here (the phnyden “effect” or “influence”) can
be seen as an example of intellectual hedgingoreall perhaps for the researcher.
Sherifa also avoids completing the idea in a nogntig fashion: “brought up” suggests
perhaps, “by”, which would heighten the sense dfedipowerment, and would
intensify the conclusion that her lack of balanoel gudgement was the result of the
nuns’ teaching. By hesitating and prolonging tharse for a “correct” term, the
resulting “among” arouses some surprise; the ovienalge of the learning environment
is however refocused and given, if possible, ameawere all-encroaching habitus.

In L.8 the drawn-out pronunciation and the hestaserve to mark the separation
from the previous statement, preparing the deliveirycontrasting information and
signal, too, a precautionary hedge before Sherdke® an evaluation of her character;
the pause frames the statement and may be to Hilistener to take in her evaluation
as well as to prepare for the following detail i® LSherifa makes it clear that there has
been a change and she defines that change. Thechariges, too, are interesting:
Sherifa moves across a stretch of talk, and susceedodulating her account from
past ( wag to the immediate and affirmed preselm(now), via a generalizing state
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(being. As already remarked, Sherifa’s generalization loa heard as seeking to lend
her evaluation of herself greater “macro” leveltijisation, which she backs up
skilfully and surprisingly by the locution “broughipp among” the nuns at the convent
school she attended in Cairo.

The following segment introduces an interestingy pleh a figure of speech which
will be employed several times. In fact, Sherifaehatroduces the ordering and the
composition of this micro-narrative. With the helpthe fixed expressiortie more -
the morg@ she is able to construct a discrete narrative preimg evaluation,
development, (complicating) detail, critical everdénouement and a generalising coda
(Labov, 1999). Let us recall Tannen’s remark: fer hepetition represents ‘ways that
meaning is created by the recurrence and re-carathzation of words and phrases in
discourse’ (Tannen, 2007, p. 9). The intertextygtitacticed by Sherifa on her own
words through the repetition of pieces of langubgs the effect, following Tannen, of
creating ‘layers of meaning’ (Tannen, 2007, p. 1B)e repetition of sounds, the
reiterations, and the phonetic and rhythmic simiks of her talk are pervasive
phenomena in all forms of interaction, and attegdim ‘the sound level of discourse’,
Tannen writes, ‘gets us closer to the way people asd perceive language in
conversation’ (Tannen, 2007, p. 16).

10. the more you know the more (.) the better yecome (4.0)
11. well this is not like a clichéd thing but itasfact

Evidently under a certain feeling of pressure tplaix or justify her remarks, Sherifa
adopts a cautious hedging approach and fends @fjuttgement that what she has just
said is in fact a cliché of the worst sort. Sheutslzategorically:

12. the more I/ know the °more Sherifa develops®®

13. the more experiences | go through/

This reprise of the figure of speech referred toeady is a curious example of
redundancy. For, after having used in L.10 the ensi@lizing and impersonal form
(you), Sherifa effectuates a complete turn-around kingaup the figure of speech, but
this time in the first person. As if that were motough, she personalizes the utterance
still more: the “I” becomes “Sherifa”. The phrasenhispered (see the symbols ° and °°
at the start and finish of her words to denotedbiet articulation of the words). So
light, almost inaudible is her voice at this poifhis way of personalizing her words
may represent here a mark of confidence towardsetbearcher. We may see or rather
hear it as alignment to the “Other” as a way oadising the potential criticism coming
from the researcher that Sherifa may have sensadtmipated when she felt obliged to
deny the clichés in L.11 above. Here Sherifa set®widently to continue and complete
her rhetorical aside. The figure of speech remainy half-finished, however, to be
taken up again and completed after the following imserted micro-narratives.

Episode 1: The first time

14. like the first time when my my friend wa- disdm cancer
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Connecting up with the experiences she has hadjf&hetroduces here &rst time
experience of cancer, signalling that this is théial of a series of comparable
experiences. Such signals are an important sigripost coming structuring of events
and are crucial for the contextualisation of theeraction, and uphold the sequential
coherence of the narrative flow (see Schiffrin, 39Harvey Sachs, too, highlights this
phenomenon, drawing our attention to therk prefacing does in preparing the co-
speaker for the outcome yet to be unrolled. Fistiess implicate the telling of second
stories and ‘second stories are different than fitsries’ (Sacks, 1992, pp. Il 19-21).
Here Sherifa is demonstrating the force of theruesaring of time within the narrative
she is in the process of constructing. Ricoeur baled this type of narrative
temporality ‘configurational’ (Ricoeur, 1983, p. @3time: the end of the narrative is
read in the beginning and the beginning in the eedwe learn to read time backward,
recapitulating the beginnings of action in the méte consequences, which are here
Sherifa’s learning experience and her state oftgreaaturity in the present (Mishler,
2006). Sherifa seems to hesitate as to how shenaille or describe her friend. Sherifa
opted for “died”, thereby revealing the end of th&ro-narrative she is in the process
of telling.

15. and they had to go through that experience
16. with all the pAIN/ and all the MED/icine and the FEELINGS/
17. that she was going through

18. and she was telling me about

The switch to an unspecified “they” in L.15 seemgéneralise and widen the tragedy,
extending the scope of the event to others alsolved. The modal verb of necessity
(they had tp hammers home the inescapability of the situatibis a process that had
to be gone through. The illness, interestingly,na named. This is not simply a
guestion of economy of language. The euphemismhefdvent — it becomes “that
experience” — is unnamed, but there for all to@eteel. L.16 demonstrates the power
of repetition. The repetition of the same struct(ai the) together with the regularly
rising intonation on three significant nouns aids scansion of the utterance. There is a
rhythm of events here: we can perhaps hear the sexies of blows. Those involved,
we may feel, are struck by the waves of troublgsmin, medicines, feelings. In L.17
Sherifa then shifts the view directly to her sufigr friend. No longer is it those
involved who are suffering, but the sick friend 3nd person. The same verb is
employed as in L.15g6ing through and the shift of verb tense to the continuousnfor
prolongsthe suffering as well as foregrounding it moreLI&8, the immediacy of the
continuous tense from L.17 is continued here, amekrifa places herself in the picture
she is creating. Sherifa is validating her rightptzssible knowledge of the illness via
the communications of her dying friend. The intéxecframe Sherifa is thus actively
constructing here is based on her direct experiariceancer, fatal illness and the
feelings of the dying.

19. | sometimes used in the writings the pieceslithaote (.)
20. ahhm the FEELINGS | had at that time

21. not the same (xxx) like the ones I'm having r(&vo)
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In L.19 Sherifa relates that she (her agency isgmunded) has used the experiences
shared with her dying friend in pieces of writifgeshas done. The process of writing is
placed in a past relative to the narrative presesnpresented as discontinuaaséd,
wrote). Her writing is further qualified as occasionaldawhat she wrote down is
subject to a semantic uncertainty. Were they “wgi’ or “pieces”? What does Sherifa
intend to convey? What seems plausible is thatghaownplaying the significance of
her writing practices as a hedge against possillestgpning or criticism, she
nevertheless includes this detail in order to dgvé¢he interactive frame she is involved
in constructing: she wishes to underline her knagteclaims, warranting them through
the example of writing as a product of experierigakrning, and as a cultural marker of
the catharsis she has gone through. In LL.20-2&rifahmoves from “that time” to the
immediate present along the axis of her changdohése

Episode 2: A close friend

22. a close friend of mine is suffering from can(@0)
23. °she’s dying | think of (.) of it°° (2.0)

Here in LL.22-23 we hear the paired vesdferingdying both of them in the present
continuous, accompanied by a drop of voice pitath\asiume in L.23 with the hedging
“l think”. Again we hear how Sherifa’s voice almadisappears (again the symbols °
and °°). This is a passage that steps out of thardmt frame of this narrative. It is an
example ofout of framediscourse (Schiffrin, 1993). Sherifa passes fomament
outside the narrative and changes voice, and ingdihiis, she transfers the attention of
the interactants away from her narrative towardsmelves in order to cement the
coherence of this moment of shared knowledge araleavess (Tannen, 2007).

24. so that's DIFFERENT! (.)

25. I'm now able to help her more

26. and to support her more

27. and now | understand the feelings they go tjinou
28. and I can (.) HELP her with these things (.)

29. and I think that (.) strengthened me

The very strong repetition of the 1st person is tvaluation is evident. Sherifa stresses
her agency and orchestrates it with the aid ofediffitiated modal verbs: “I'm able”
(L.25), implicit in (L.26), “I can” (L.28). We heaalso the rhythmic repetition bielp —
support — HELP. Other language is re-introduced from above andlemoyed
discursively:DIFFERENT (from L.8 above); the experience verb “go throuyghdw in
conjunction with feelings (LL.16 and 17 above), llgo connecting with “go through
experiences” (L.13 and L.15 above). The epistenatby “understand” (L.27) and
“think” (L.29) further assert her knowledge and ntg/ claim as a knowing, more
mature person.

30. because | was so fraglLE? at the beginning
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31. I was always scared of the smallest things

32. | would PANic at the smallest event (.)

We have the striking directness of a semantic ttfcagile”, “scared”, “PANic”,
underscored twice by raised pitch. There is emghdeb, of her previous state of
weaknessthrough prosodic repetition of the adjective “siestl’. This is a clear
example of that use of prosodic speech referrdolyt@inthner as ‘hyperbolic use of
adverbs and quantifiers’ (Gunthner, 1997, p. 1&7a &hetoric device to communicate
emotional stances.’” (Gunthner, 1997, p. 187), slgakhowledge acquired and making
knowledge claims in situ.

33. now I'm differENT?

34. and the and the more | read about cancer amngbaople go through?
35. and stuff like that

36. I'm helping her this is one aspect of it (.)

The repetition of “different” (see L.8) in conjuimm with the adverb of time “now” and
present and present continuous verbs return uetbrbader contemporary frame of her
1st person narrative. In L.34 Sherifa picks up“the more — the more” figure of speech
last heard at L.13 jointly with the experience vphrase used already five times above
(go through. The hesitation element here is pervasive, howeligerifa’s mitigation of
her narrative through a false start (L.34), a heglggeneric (L.35) and a mitigating
expressionthis is one aspect of)isuggest uncertainty about the effect of her examp

Coda

37. so BASED on that | think I'm (.)
38. you know this applies to all (.) the other gEr(2.0)

39. the more you know the more:: developed you imeco

The logical consequential “so” and the strong epnst verb “think” and 1st person
agency in L.37 gives way to a generalising 2ndgrefygou” in LL.38 and 39. We have
a final reprise of the figure of speech begun ibOLwith evolution from “better” (L.10)
via “develops” (L.12) to “developed” here.

Regarding the coda, Labov says that this final ssgraf the narrative isneof the
options the narrator has for signalling the endhef story. In addition, the coda ‘may
also contain general observations or show the tsffet the events on the narrator’
(Labov, 1999, p. 229). Sherifa succeeds in her éndaeating a bridge between the
memories and emotions of her account and the preBgriraming her words with the
determining “so BASED on that”, she brings the agsber and herself back to the start
of this narrative. She signals the overall gairt thas been made by the telling. She
signals, too, that recollection of diverse own tivexperiences, bedded with each other
and with others’ lives, creates a space for terdgatknowledge, for cautious
understanding. Something has been developed initatk dialogue with, on one level,
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the researcher, but perhaps more importantly,dralgue with herself in the narrative
of her experience. Something of the experiencéokan developed and passed on.

Verbalization of knowledge in the everyday

The life stories in which self and identity are ¢woed in astory-worldare ‘a pervasive
form of text through which we construct, interpratid share experience’ (Schiffrin,
1996, p. 167). Schiffrin argues that what she tefwasbalization’ (Schiffrin, 1996, p.
168), represents: ‘the way we symbolize, transf@na displace a stretch of experience
from our past ... into linguistically representqulsedes, events, processes, and states’
(Schiffrin, 1996, p. 168). This process of verbatiian of stretches of experience into a
linguistic representation recognisable as an orstioty or oral autobiography, is a
process of creation of coherence in an individuliés story, according to Charlotte
Linde (Linde, 1993). ‘In order to exist in the salcworld’ (Linde, 1993, p. 219) she
maintains, ‘an individual needs to have a coheracteptable, and constantly revised
life story’ (Linde, 1993, p. 219).

Life stories are essentially occupied with the ssitg to synchronise two disparate
levels of experienced time: firstly, the dimensioh events and experiences which
usually have a routine, daily, everyday frame, secbndly, those which operate on the
life-time scale/horizon, which ‘links long past exe with past experiences, past with
present experience and ultimately present with eimable future event§' (Alheit,
1983, p. 189). The cyclical, routine, repeated att@r of the everyday offers security
and provides sets of “frames” for communication amgrpretation (Tannen, 1993).
Stepping out of the everyday framet@l a story of the past, to recall something, to
reminisce, is a trigger to retrospective (self-dlgsis, no matter how casual it may be. It
may be seen as a need to re-establidier or balanceeach time the secure frame of the
everyday is departed from, for however brief a mome

Self-knowledge, others’ knowledge, biographical knowledge

Biographical narratives, then, are to a large extelant both on the cluttering details
of the everyday and the ambiguous and re-cyclalbedsvand frames of layered
accounts offered in interaction by others. An intaot aspect of this joint biography
work is that the discourses involved are not meaghpiguous and in need of validation
but that the interaction is played out in a poedhtithreatening environment where the
biographical self, - however difficult it is to fmulate sufficiently clearly the theoretical
demarcations here between the discourses of sdlftlam construction of emergent
identity - is in a state of becoming/changing.

The analysis in extenso of a piece of talk embedd#dn a biographical interview
around Sherifa’s learning processes in generathénfamily, in her profession, etc.,
demonstrated the workings of the following: we heawves acrosBme axes, involving
plausibly historical and created, interdiscursiiveet frames. These are knowable and
controllable via control of real life data, and aokvable unaccounted-for connections
which are the product of this telling and are taitb for the understanding of the co-
respondent — or for what the teller takes to beetstdnding. The “success” of the
knowledge-sharing taking place can be measuretédgdquential flow and direction of
the further talk.
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Here, with detailed linguistic-discursive analysi the life-story, the focus is
directed to the culturally-known parameters of megemaking in spoken interaction.
The detailed linguistic analysis of parts of a lbaghical narrative provides evidence of
the local construction of social action. Furthdre ttomparison of specific language
phenomena across the whole told life (i.e. the @looirrent narrative) with phenomena
observed in other narratives (same or other nagjtoe. a corpus—based approach
(Bauer & Aarts, 2000; Evans, 2004), is able to mte\a certain degree of insight into
lives and the communicatddnguagedform their telling takes.

As each narrated life is filled or inundated wilie tdialogue(s) of and with others,
of the near and distant contexts in which theyeandedded - discursively, temporally,
near/far - knowing remains a contingent experiefités knowledge is more suspected,
grasped at by intuition and feeling, sifted andsgeel at in language, than sorted by
certainty. Ex post facto recollection of biogra@tiexperience — the inclusion of the
absent past in the communicated present — provifekiffrin points out, ‘gradual
understanding of what happened’ (Schiffrin, 200&@b) and leads to reconstruction of
the meanings of past experiences. A research iatenembedded in interaction and
participant reflexivity, and addressing the leagniransitions told in talk, can “tap into”
the construction of new knowledge adults acquiréh€A, 2007) as they break with
routines of everyday experience and move on to lmegraphical spaces in which they
can position themselves anew. A limited vision nbWwledge construction, perhaps, but
one of the small things, nevertheless, of greabntamce in narrated lives.

Notes

1 A preliminary version of this paper was preseraethe ESREA Life History and Biographical Researatwark
ConferenceWisdom and knowledge in researching and learningslivdiversity, difference and commonalities
Milano, Italy, March 12-15, 2009.

2 [“filigrane zeitliche Buchhaltung”]

® George Steiner has expressed this in a similaidas‘No two human beings share an identical @issive context.
Because such a context is made up of the totalignondividual existence, because it comprehentsmy the sum
of personal memory and experience but also theveisef the particular subconscious, it will diffrom person to
person’ (Steiner, 1998, p. 178).

4 Nohl puts it thus: ‘Denn es ist nicht die Aufgathes Forschenden, einen Fall besonders gut zu kesnedern
seine wesentlichen Orientierungsrahmen zu ideigign, die sich zugleich vom Fall abheben und ancinderen
Fallen finden lassen. Typen lassen sich heraushildeenn man herausarbeitet, mit welchen spezifische
Erfahrungshintergrinden bestimmte Orientierungsehgystematisch — und das heif3t nicht nur im eiarrelfall
— zusammenhéangen’ (Nohl, 2005, paragraph 4) [Fas itot the job of the researcher to be familiathwone
particular case. Rather it is to identify the essgrfitames of reference which are independent efdhe case and
which can be found in other cases. Types can bk tpiby working out which experiences certain femnof
reference are connected to in a systematic fashamd that means not only in one individual caddy-translation]

> [‘To put it brutally, we have nothing other than mmary to signify that something took place, occurreappened
beforewe declare that we can remembe(ifly translation)]

® ['Landschaft aus verschiedenen Schichten und Regiabgestufter Nahe und Ferr@lheit & Dausien, 2002, p.
578)]

" I'...der vorvergangene mit vergangenen Ereignissergangene mit gegenwartigen und schlieRlich gegeige
mit zukilinftig denkbaren verbindet’ (Alheit, 1983,189)]
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Abstract

The scholarship about transformative learning theonas continued to grow
exponentially, although much of the research isurethnt with a deterministic
emphasis while overlooking the need for more imfuefheoretical analysis.
Explanations for this oversight are numerous, idahg a failure to ground research in
primary sources, an over-reliance on literatureievs of transformative learning, lack
of critique of original research; marginal engagemhén positivist and critical research
paradigms, and a lack of involvement in transfotwetiearning by European adult
education scholars. In order to stimulate theorgtidevelopment, this paper discusses
five specific issues that will hopefully provokettiar discussion and research. They
include the role of experience, empathy, the desirehange, the theory’s inherently
positive orientation, and the need for researcholawmg positivist and critical
approaches.

Keywords: transformative learning; empathy; experience; eaesh designs;
methodology

Transformative learning theory first emerged on dbhademic landscape over 35 years
ago. Early influences included the work of Kuhrt9§2) on paradigms, Freire’s (1970)
conscientization and Habermas'’s (1971, 1984) dosnaiiearning (Kitchenham, 2008)
followed by much theoretical critique (e.g., Clat%kWilson, 1991; Collard & Law,
1989; Dirkx, Mezirow & Cranton, 2006; Hart, 1990;ekliam, 2004; Newman, 1994,
2012; Tennant, 1993). In addition, research abbattheory has continued to grow
exponentially. A recent search of the term on theQRest Database (a leading
educational database in North America) for pubiiret that included transformative
learning have doubled every five years over theflisen years. In fact, over the last
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five years 119 articles used the term in the atie over 1300 referred to the theory in
the text of the article. Based on this cursory dearwould seem logical that the level
of theoretical analysis would be correspondinglgngicant and many of the most
fundamental questions concerning transformativenieg would have been addressed
or be presently under investigation. Although tfarmaative learning was optimistically
called a “theory in progress” in 2000 (Mezirow & #giates, 2000), recent discussions
note that ‘much of the research is redundant, wistrong deterministic emphasis of
capturing transformative learning experiences apticating transformative learning in
various settings, while overlooking the need forrenan-depth theoretical analysis’
(Cranton & Taylor, 2012, p. 12). The optimism faist theory appears to be growing
thin and researchers seem to be stuck on a trdadepiéating the same research over
and over again, and making less than satisfachagretical progress (Taylor & Snyder,
2012). New approaches to the theory are not adelguaitegrated with previous
approaches (as would be implied by a “theory igpges”) (Cranton & Taylor, 2012).
We have come to the point where scholars are qumsty whether transformative
learning is a useful concept at all (Newman, 20TB)s is not to say there hasn’t been
some effort to analyze transformative learning tiién greater depth (e.g., Newman,
2012; van Woerkom, 2010) but it has been on thegmsrand has not led to an
opportunity to enhance the theory.

Explanations for this oversight are numerous, idiclg a failure to ground research
in primary sources (Mezirow, 1991; Mezirow & Assateis, 2000) and paying attention
to critiques of transformative learning theory (peeviously mentioned). This is
particularly problematic for research outside theddf of adult education involving
transformative learning that has overlooked or ¢ aware of these foundational
sources. In addition, there has been an over-cdiaon literature reviews of
transformative learning by scholars with littleaetfto critique original research both in
establishing a rationale for a study and analyzing relationship to new findings.
Methodological concerns can be raised as well aaddascussed later in this article,
such that most research about transformative leguisi framed in interpretive research
designs, overlooking the advances that could beentadbugh the engagement of
positivist and critical research paradigms.

Furthermore, most research on transformative legrinas taken place among
North American scholars despite its significantotietical grounding in Habermas'’s
work on critical theory and more specifically theedry’s close connection to his three
domains of learning (instrumental, communicatived @amancipatory). This also might
explain the over emphasis of research about indalittansformation and the lack of
significant attention concerning the relationshfgpositionality and non-western ways
of learning and transformative learning (e.g., E8tgik Irving, 2012; Johnson-Bailey,
2012; Ntseane, 2012; Mejiuni, 2012).

Recently Kokkos (2012) conducted a review explorthg degree to which
European adult educators incorporate transformdaaening as a framework in the
development of their research. He concluded:

that the theory of transformative learning does rate concrete roots in the conceptual
formation of the European adult educators ... mosirkjv... mainly build on European
theoretical paradigms and the authors do not se@dkd to place their work within the
relatively new theory of transformative learningay. (Kokkos, 2012, p. 297)

This is unfortunate; particularly considering thBtropean adult educators’ rich
scholarship focuses on the social and critical dsians of adult learning (Bourdieu,
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Foucault, llleris, Mayo), and would have much tdeofthe study of transformative
learning theory.

In response to some of these concerns, stagnatoh lack of theoretical
development in transformative learning theory waree five specific issues that will
hopefully provoke further discussion and reseakath of these issues emerges out of
conference discussions, research studies, anctreariiiques that have not been well
addressed in the literature so far. Rather thaosiog on familiar themes such as the
importance of critical reflection or the issue obcwl change in relation to
transformative learning we chose issues that wenete provocative—issues that have
the potential to renew the energy that the fieldently needs.

Three of the issues we selected focus on centrateects within transformative
learning—constructs that are ever present butya®tonstructed or explored in depth.
These are experience, empathy, and desire to chaigeall write about “making
meaning out of experience”, and use the concepxpérience as the foundation for
understanding transformative learning, but rarelyn@ explore what it is that we mean
by experience. Similarly, empathy seems to be asssry component of fostering
transformative learning, but again, it has not besimined in depth. Desire to change
refers to that step that individuals must take twenfrom reflection to transformation.

The fourth issue focuses on a question that isnaféesed about transformation
concerning its inherently positive orientation amatcome. Why is that the case and
how is it significant to transformative learningetry? The fifth issue we chose to
address is methodological and we call into quedtienover reliance on an interpretive
research approach to transformative learning amd ribed for research involving
positivist and critical approaches. We hope that guplishing this article in an
international adult education journal that it isadepredominantly by our European
colleagues, we might encourage them to bring #ageertise to the table around a topic
that we believe is significant to the study of adiedrning.

Experience

A concept that is most central to transformatiaéng and adult learning in general is
experience. It is experience, particularly priopesence (that happened in one’s past),
that is the primary medium of a transformation, &nd the revision of the meaning of
experience that is the essence of learning. ‘Legrig understood as the process of
using a prior interpretation to construe a newemiged interpretation of the meaning of
one’s experience in order to guide future actidviegirow, 1996, p. 162). It is also
experience that forms the basis for habitual extiects (ideologies, beliefs, values),
creating the lens from which learners perceivegrpret and make meaning of their
world (Mezirow, 1991). As the core substance ofrangformation, in concert with
dialogue (self and with others) and self-reflectiexperience, ‘constitutes a starting
point for discourse leading to critical examinatiasf normative assumptions
underpinning the learner’'s ... value judgments omraiive expectations’ (Mezirow,
2000, p. 31). Despite the centrality of experiettcgansformative learning theory, as a
construct it is rarely defined or critically exarathin research about transformative
learning. Questions are raised, such as: What itatest an experience (which should
lend insight into what is not an experience)? Wiges meaning to an experience?
What distinguishes a transformative experience fotimer types of experiences?
Turning to scholars who have grappled with this starct, Dewey (1981), for
example, used experience ‘to designate, in a sugnfi@hion, all that is distinctly
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human’ (p. 331). Similarly, Lindeman (1961, p. Bferred to ‘experience as adult
learner’s living textbook.” Essentially experieniseeverything that has happened to a
learner between birth and death. Jarvis (2005) rapeeifically defines experience as
‘the process of creating an understanding of ocegron of a situation, which often
appears to be a direct participation in an eveamd ‘the accumulation of previous
experiences, both conscious and unconscious, anetish the mind’ (p. 72). However,
MacKeracher (2012) sees a need to distinguish eques ‘that our minds have made
sense of and given meaning to from those that lahgunattended and senseless in our
unconscious mind .... waiting for my further attenti¢p. 343). She further identifies
two types of experiences: those that individualpegience directly (for example, an
automobile accident) and those imposed throughumalltand social heritage (for
example, hearing about the Depression from ournps)xe Fenwick offers a more
encompassing perspective where ‘experience embrduesreflective as well as
kinesthetic activity, conscious and unconsciousadyic, and all manner of interactions
among subjects, texts, and contexts’ (Fenwick, 2p0@44-245). These definitions as
well as Mezirow’s conception of experience seenmply that what is an experience,
and what gives meaning to an experience, residé®eimdividual, similar to Dewey’s
(1981) lament when he wrote: ‘in the sense of tlsgcpological ... which is
intrinsically psychical, mental, [and] private’ (p62).

This psychological orientation is also the basisnmaich of the research about
transformative learning theory (Taylor, 1997, 200¥)s reflected in the exploration of
significant prior experiences, the impact of mareniediate experiences (individual and
group) created in the classroom designed to faségrsformative learning, and the
degree of experience and its relationship to t@ansdtive learning. This approach of
analyzing experience as an individual endeavoresas number of concerns about
understanding experience as a construct. One, siinass that experience can be
interpreted by an individual unproblematically, deeking the non-unitary and
fragmented nature of the self and that individuaeén hold both multiple and
contradictory perspectives of an experience simabtasly (Kilgore & Bloom, 2002;
Merriam & Kim, 2012). Second, through an over-netie@ on retrospective interviews,
research on transformative learning has attemptedift “experience” from the
individual in totality, frozen in time and spaceigbed of context (both the original
context where the experience was generated andathiext where the experience is
being recalled) which as argued by some includes wbry mediating structures
(cultural, historical, social) that give meaning tttat experience (Clark & Wilson,
1991). A good example of the impact of contextt jpasl present, is found in a series of
longitudinal studies of how HIV-positive adults neakmeaning of their lives
(Courtenay, Merriam & Reeves, 1998; Courtenay, Merr Reeves & Baumgartner,
2000; Baumgartner, 2002). The challenge facingettstadies involving HIV positive
participants, who over time, transformed their vieithemselves (e.g. coming to terms
with the illness, developing confidence, helping tithers), is how to account for the
change in society over the same period (greaterante towards HIV positive
individuals, improvement in medical treatment) ahdw this contributed the
interpretation of experience—transformation (TayR907).

Not only is the interpretation of an experience raed by context, but also the
personal and historical context is significant tee tevolution and outcome of a
transformative experience. For example, in a resandy, Nohl (2009) identified the
importance of “social recognition"—the recognitionf acknowledgement and
appreciation as critical for transformative leaghito take place. This study raises the
question and helps better define what is a “transétive experience”, such that: Can
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any experience be a transformative experience siitlés recognized by others, both by
acknowledgement and/or change in behavior in respoto the individual's
transformation? In other words, can a transforneagxperience occur without the
recognition of others?

For future research on transformative experienteés,imperative that researchers
recognize the dialectical nature of experience @rtext—it is a reciprocal process of
the sociocultural and historical setting, othersi{@l recognition, relationships) and the
personal interpretation of change. This means tha¢én exploring transformative
experiences, it needs to be understood in the xpb(g&ploring mediating factors) in
which it unfolded originally, and how context in iwh the experience is being recalled
shapes the telling of the experience. In summaxperence is described in some
interesting ways that can help us focus researdtiteory development:

» Past experience that shapes who we are and ouringeperspectives and
habits of mind

e Cultural experience and/or social/historical expece that may be
unarticulated but still shapes the meaning of Etypes

» Contextual experience, related to organizationskplace, and the nature of a
job

» Discrepant experiences that contradict our pastauidiral experiences that
lead to reflection

Empathy

Historically, three constructs have been seen adraieto transformative learning
theory, critical reflection, dialogue, and expeden(Mezirow, 1991). Learners’
experience, as previously discussed, is seen aallgamnstructed, as constituting the
starting point for dialogue, as the essential mmdibrough which a transformation is
promoted and developed, and as leading to critefféction where learners question
‘the integrity of deeply held assumptions and biglesed on prior experience’ (Taylor,
2009, p. 7). Missing in this tripartite of core geoments of transformative learning
theory is “empathy” which typically is seen as tality to ‘subjectively experience
and share in another psychological state or intriieelings’ (Morse, Anderson,
Bottoroff, Yonge, O’Brien, Solberg & Mcllveen, 1992. 274). As a construct, empathy
has been mentioned in the literature as signifitattansformative learning, although it
is rarely defined or discussed in much depth, palrly in its relationship to the central
constructs of transformative learning (Gum, Greknki Dix, 2011; Stevens-Long,
Schapiro & McClintock, 2012; Taylor, 2007, 1997;INgj 2012). An example of how
empathy is generally referred to is seen in arclarby Mezirow where he embeds the
term in a list of other facets important to tramsfative learning. Here he discusses its
significance when participating in critical-dialeetl discourse of ‘having an open mind,
learning to listen empathetically, “bracketing” judgment, and seeking common
ground’ (Mezirow, 2003, p. 60).

Helping raise the import of empathy has been thegeition of the significance of
emotions to transformative learning (Stevens-Ld&hapiro & McClintock, 2012; van
Woerkom, 2008, 2010), particularly in relationship critical reflection. However,
despite this foregrounding of emotions, scholargehaverlooked the role empathy
plays in engaging the emotive nature of transfoireakearning. It is empathy that:
provides the learner with the ability to identifytlvthe perspectives of others; lessens
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the likelihood of prejudgment; increases the opputy for identifying shared
understanding; and facilitates critical reflectidhrough the emotive valence of
assumptions. It is likely that a major outcome gfemspective transformation involves
an increase in empathy towards others (Gravett4;20acLeod, Parkin, Pullon &
Robertson, 2003). To better understand the sigmtie of empathy in relationships
requires exploring empathy in more depth and reizagp its relationship to the
growing research and theoretical discussion omdleeof emotions and its relationships
to fostering transformative learning.

Empathy has its origin in the German term ‘Einfluwhich means ‘feeling within’
and is associated with two Greek roas) and pathos (feeling into) (Mercer &
Reynolds, 2002, p. S9). However, the term has edblbeyond its narrow and
particularistic nature of experiencing the feelirajsothers, to a much more complex
construct. A discipline that has given consideraditention to empathy is the field of
nursing, where some scholars see it as an inhdreman quality encompassing
additional components, beyond just the emotiveluding, moral, cognitive, and
behavioral aspects (Kunyk & Olson, 2001; Morse kt #992). Building on the
humanistic work of Rogers (1962) and others, empahseen as motivated by an
“internal altruistic force” based on an uncondiibacceptance of others, ‘a belief in the
universality of the humans needs and sense ofailigto assist others’ (Rogers, 1962,
p. 274). Cognitively, empathy is an intellectuallisfb used to comprehend another’s
perspective, mental state (Bailey, Henry & von Hip2008), inclusive of ‘reasoning,
analyzing, and critical thinking about another indual’s behavior’ (Morse et al., 1992,
p. 275). Behaviorally, empathy is seen as thetglih communicate with others, both
verbally and nonverbally, demonstrating concern amtlerstanding. This more
comprehensive understanding of empathy providesbmds for demonstrating its
inherent relationship to emotions and transforngatiwarning theory. As previously
discussed, emotions are significant to learningytliocus attention and provide
guidance and motivation for action. Emotions alse mherently linked to critical
reflection, because ‘purely objective reasoninghcametermine what to notice, what to
attend to, and what to inquire about’ (van Woerk@®10, p. 248). However, despite
the significance of emotions, they require self4mmass and management by the
learner, to make the most of them in the proceskaing. It is in the context of
dialogue, critical reflection, and experience tthag role of empathy comes to life. It is
empathy that provides the motivation (altruistitenest) to “listen” to others; the means
to better understand the perspective of anotheraveareness of their feelings and
understanding of their mental state, and the gbtlit accurately demonstrate that
understanding.

Research is needed to better understand how empastgrs transformative
learning, such as by teachers who engage in tratigeaof transformative learning in
their classroom. It means asking: Are emphatic heesc more effective at fostering
transformative learning and if so how? What is tledationship between critical
reflection and empathy in transformative learnifyies transformation lead to greater
empathy?

Inherently good transformation
Surprisingly, little is written in the transformea#i learning literature about either the

inherent goodness of the outcomes of transformd@aening or the often-painful
process of moving toward those outcomes. In anadyztreire’s (1970) writing,
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Baptiste (2008) questions Freire’s notion that isigars always ethically superior to
coercion, and the idea that freedom is an ‘ungedlifjood’ (Baptiste, 2008, p. 10).
Baptiste goes on to say that this concept of thgualified goodness of freedom is
based on two assumptions: ‘that voluntarily chgsa&ths are never harmful, and that the
benefits derived from voluntarily chosen paths gisvautweigh the injuries inflicted by
more coercive alternatives’ (Baptiste, 2008, p. df) that neither assumption is valid.
In other words, Baptiste is critically questioniwat he calls the “romantic notion” of
freedom from constraints, a notion which is a pssnuf transformative learning theory.

Naughton and Schied (2010, 2012) also call intostjoe the inherently good
nature of transformative learning. They are intex@dgn ‘learning trajectories which
frequently lie outside of what is right, good arehbtiful but are nonetheless animated
by new insights and negotiation of one’s own pugsosvalues, beliefs, feelings,
dispositions and judgments’ (Naughton & Shied, 204.0338). They challenge the
discourse on transformative learning theory—whetsea process or an outcome—that
delimits transformation to a direction of positigewth.

Critical questioning is a central component in sfanmative learning theory, but
this process is not usually turned onto the thétself. There are negative components
to the theory (for example, emotional upheavaljshaand guilt), but the outcome is
always “good”’—more open, more permeable, betterfied (Mezirow & Associates,
2000). A closer look at the foundations of transfative learning theory sheds some
light on this.

Transformative learning theory is founded on botimhnist and constructivist
assumptions. From a psychological perspective, hisma presupposes that human
nature is intrinsically good and that humans aee fand autonomous beings. The
emphasis is on the self; the self has the potefdgragrowth, development, and self-
actualization, which, in turn contributes to theodmf humanity in general (Merriam &
Brocket, 1997). Constructivism comes from the woflkPiaget (1952), Dewey (1938)
and others. In adult education, Candy’s (1991) naautk work on self-directed learning
is written from a constructivist perspective. Getlgr constructivism describes learning
as a process of creating meaning from experienoeetwer, there are a variety of
strands that make up this broad perspective, inuud distinction between individual
construction of meaning and social constructionm&faning. The former focuses on
learners developing perspectives that help themtdadaand understand experience; the
latter is based on dialogue from which people letlm culturally shared ways of
understanding the world (Vygotsky, 1978). Both hammm and constructivism reflect
Western and particularly North American values dsliefs—anyone can achieve
anything, anyone can and should have the oppoytdoit freedom and happiness, if
only they work hard enough to overcome all obstacle

In transformative learning theory, we can see hiegvliumanist and constructivist
perspectives have led to the perpetuation of théeliently good” notion. Mezirow
writes:

Transformative learning is learning that transfoprsblematic frames of reference—sets
of fixed assumptions and expectations (habits ofdmineaning perspectives, mindsets)—
to make them more inclusive, discriminating, opeailective, and emotionally able to
change. Such frames of reference are better th@rsobecause they are more likely to
generate beliefs and opinions that will prove mtree or justified to guide action.
(Mezirow, 2003, pp. 58-59)

By definition, then, transformative learning is sé¢e be good. Although this definition
may be culturally bound, most agree that being fdpand “better justified” (for
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example) are good things to be. In some cultutt@s, is not the case; but even so,
people from “closed” cultures seem to work towapgmness in some way. It raises the
guestion—is openness a universal “good”?

Before we go on, we need to differentiate betwdenautcomes of transformative
learning and the process of transformative learg@rgnton, Stuckey & Taylor, 2012).
The outcomes of transformative learning are listedMezirow’s definition; most
theorists do not argue with these outcomes, thabgh do see that there are different
ways of getting to them. In the first comprehenstescription of transformative
learning theory the central process of transforveatearning was the uncovering of
distorted assumptions—assumptions about the reaggmnocess, about the nature and
use of knowledge, about social norms and the way use language, about
psychological premises that cause us pain (Mezird®91). The phases of
transformation involve pain, discontent, guilt agkdame. The event or events that
precipitate transformative learning are often tratiom Cranton, Stuckey and Taylor
(2012) found that among the most common life-chag@vents were: death of a loved
one or loved ones, life threatening illness (selioved one), divorce or separation, loss
of a job, and living outside one’s country or cudtuSo, the outcomes of transformative
learning are described in positive terms, and Hib for getting there can be painful.

Theorists working with transformative learning ofteritically question the
strategies used to foster transformative learning #he ethics of asking learners to
examine their assumptions (e.g., Ettling, 2012hifinitial presentation of the theory,
Mezirow (1991) also raises this ethical dilemmam8dheorists (e.g., Brookfield, 2000;
Newman, 2012) question the validity of transformatilearning itself. Brookfield
argues that the phrase is overused to the poimawihg no meaning, and Newman says
that fostering transformative learning is no mdnant “good teaching”. But none of
these points of view examine the premise that toamstive learning is inherently
good. Since transformative learning is about exargitthe premises that underlie our
thinking and behavior, it seems paradoxical thetisformative learning theorists do not
turn that critical eye onto their own work. Perhapss time that we engage in a
discussion of that nature.

Desire to change

The assumption is generally made that individualsnot be forced to transform, but
rather that people need to be willing and able rigage in activities that have the
potential to lead them to shifts in perspectiveszivbw (2012) is careful to distinguish
between indoctrination, for example, and transfdaivealearning. Those who write
about ethical issues in transformative learningrigeaways mention the care that a
practitioner must take in helping learners questiogir values and beliefs (Ettling,
2006). Cultural suicide (Brookfield, 1995) can rédtom people moving away from
their communities and cultures through transformgatearning. We see examples of
this in the film, Educating Ritaand the novelElla Price’s Journal (Byrant, 1972),
along with the conceptual literature on transfoiagatearning.

The idea that there needs to be a desire to leamwallingness to learn raises
several interesting issues for theory, practicel essearch related to transformative
learning. Although the assumption is generally m#usg transformative learning is
voluntary and individuals need to be open and mgllio engage in the process, this is
not clearly addressed in the theoretical descmgtiof transformative learning. Mezirow
(2012) says that the goal of adult education ithédp adults realize their potential for
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becoming more liberated, socially responsible artdreomous learners’ (p. 92) and that
adult educators ‘actively strive to extend and éigaahe opportunities for them to do
so’ (p. 92). Adult educators are not neutral omediree; they are activists who work
toward freer participation in discourse and demograret, they can only set up
situations in which the potential for transformatiearning exists and, it seems, hope
for the best. This is an issue to which theoribtsutd pay attention.

Surprisingly, this is an area that has been rareljyded in the empirical research
on transformative learning. Although some reseascheoncern themselves with
“readiness to learn” and the stages of readinésgiure, especially in the research
coming from health professional education, thia more mechanical, staged, and linear
process than is the concept of “desire to charlged.recent study, Hoggan and Cranton
(in press) studied the role of fiction in promotitrgnsformative learning in higher
education settings. Participants were 131 undeugttadand graduate students from two
universities in the United States. Participants’ittem reflections were collected
following a learning activity in which they readshort story that exposed them to
alternative perspectives and discussed their wrectiFifty-five of the participants
experienced a “desire to change” following thisiaist (this was one of five major
themes in the results). Considerable research }emired the process of engaging in
transformative learning, but little is known abavitat brings learners to the “edge” of
the learning, or if they need to be already at dugfe before learning will occur.

Those writing about teaching for transformation, tbe practice of engaging
learners in transformative experiences also tendetglect this beginning stage of the
process. In Mezirow and Taylor’'s (2009) edited Heoak on transformative learning in
practice, there is an admirable collection of pcast in a variety of contexts (for
example, higher education, the workplace, onlingrees, adult basic education) using a
variety of strategies (for example, arts-basedviiets, mentoring, dialogic teaching,
storytelling, and collaborative inquiry), but agathere is little mention about what
comes just before the engagement begins. Weimet2]2@sks some important
questions about transformative learning in practitm example: ‘Can learning
experiences be designed so that transformativaitgahappens more regularly? What
sequence of activities best transforms dependantédes into independent learners?’ (p.
439). These are the kinds of things that all ptiacters would like to know, along with
the more fundamental question of what brings learteea position where they are open
to engagement in such learning experiences andtaedi

Motivation is a construct that appears to have ghtential to contribute to an
understanding of these issues. It is a broad hytictdi concept — invented to explain a
wide variety of behaviors including persistencéeméon, and a readiness or desire for
learning (Wlodkowski, 2005). It can be extrinsich@n people engage in an activity for
an external reward such as a grade or a salargase) or intrinsic (when the behavior
itself is satisfying). However, it is the latter ware interested in here, and the
explanation is not only not very convincing, butlttes not seem to address the question
of what leads people to the desire to change. Berihés Habermas’s (1971) concept of
emancipatory human interests (one of three basitahunterests) that is more relevant.
Early on, Mezirow (1981) emphasized that emanciyaiaterests are those that lead
people to want to become free from forces thattlthmeir options and their control over
their lives, or, in other words, gaining freedoronfr self-imposed constraints through
ideology critique. That is, if we follow Habermaq$971) thinking, perhaps it is a
fundamental human characteristic to want to beffi@a constraints.
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Methodology

A final issue of transformative learning theory cems its stagnation and lack of
theoretical progression. As previously discussedthe introduction, the theory

hascurled into itself—not evolving due to a lackomigoing theoretical analysis. This
stagnation is the result of several phenomenorndusion about research paradigms,
an overreliance on a research methodology in wigahicipants are interviewed

retrospectively and a thematic inductive analysisanducted, the misinterpretation of
kinds of data as research paradigms, the reliancesexondary sources and the
subsequent narrowing of the field, and, at the stame, the expansion of theory into a
number of directions with little attention beingighéo how the expansion contributes to
previous works.

The typical methodology in research on transformeakearning falls into the basic
interpretive  methodology; that is, the researcheterviews a small number of
individuals in a specific context or related toedfic issue (retrospectively), does a
thematic analysis of the interview data, and report four or five themes that appear in
the data. This is fine, of course, and it has dbuated to our understanding of the
process of transformative learning, but it has cama point where we are no longer
learning anything new. Yet, study after study faléothis model. There are no (or few)
longitudinal studies, studies done in the time wttentransformative learning occurs,
studies that are in the positivistic paradigm,parhaps most importantly, studies that
are in the critical paradigm (for example, partitgry action research).

Looking at the nature of research paradigms isfhlelp understanding what has
happened here. Empiricism is based on observatodsexperimentation; with the
assumption being made that human behavior candweedi and described objectively
(Glesne, 2011). When theorists began to realizeé the application of objective
scientific methods was not leading to the correctaf social ills, transformative
learning was in its formative years. In the intetpre paradigm, the purpose of research
Is to understand human behavior from the perspedaivindividuals. Reality is not
objective, but rather it is subjective; realitysiscially constructed (Glesne, 2011). As is
now the case in transformative learning researatg @ usually qualitative—based on
interviews, observations, or stories.

The critical paradigm in educational research isamecent. As is the case with the
interpretive paradigm, the critical paradigm wasreaction to positivism. In the
interpretive paradigm, researchers ask, “what st in the critical paradigm,
researchers ask, “what could or should be”. Ctitiesearchers challenge the status quo,
question social norms, and look for ways to imprpvactice through action and the
involvement of those people who are affected by gheation being investigated
(Merriam & Simpson, 2000).

As can be seen in the discussion of these threadigans, subjectivity and
objectivity are central in understanding differapiproaches to research. The positivist
paradigm assumes that objectivity is possible asdsumethods based on that
assumption. The interpretive paradigm assumeskii@avledge is socially constructed
and, therefore, subjective. The critical paradigso assumes subjective knowledge, but
it takes this one step further to assume thatqipaints are co-researchers. That is, they
not only construct knowledge but they engage in thwlerstanding of others’
knowledge construction.

There is an unfortunate tendency in transformakdagning research (and adult
education research in general) to confuse kindglath with research paradigms.
Qualitative and quantitative data do not descriqgedigm; they describe a kind of
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data. Paradigms are worldviews, or least broadopetives on the meaning of research,
including the assumptions underlying the reseaa,outlined above. Generally,

guantitative data is associated with the posiiwigtsearch paradigm, but not always,
and generally qualitative research is associated thie interpretive paradigm, but not
always. The critical paradigm often includes aefgrof kinds of data.

Transformative learning research no longer trams$oitself. A few scholars in the
field have conducted reviews of the literature mngformative learning theory (e.qg.,
Taylor & Snyder, 2012) or have written about transfative learning in the context of
a general review of learning in adult educationg.(e.Merriam, Caffarella &
Baumgartner, 2007). Other researchers then utiigse reviews as a way of setting up
their own research, rather than consulting the annsources. One example of this is
the way that Mezirow has been consistently critthf@ not paying any attention to
social context in the development of his theorytakes only a quick reading of
Mezirow’s (1975, 1978) original report to see thatpays close attention to the social
context, including the feminist movement at thedirMezirow also clearly states that
he is an educator, not a politician or a sociahgesagent.

The problem with this is that an elite few scholaave the power of determining
the future of the field, if it is only secondaryusces that new researchers consult. This
sets boundaries around the study of transformégaming that are not only unhelpful,
but are strangling the progress of the theory.

Summary

We selected five somewhat neglected but provocasisges related to transformative
learning theory development and research to dis¢nssrder to rejuvenate the field of
transformative learning, rather than simply obsétvelemise, we encourage scholars to
think in new ways about the directions we can mav&Ve asked: What is the nature of
experience? How does experience unfold in the ®ord€ transformative learning?
How can we describe people’s experiences? How aaroster new experiences that
have the potential to lead to transformative lesgfli

Similarly, empathy, the ability to subjectively exgence and share in another
person’s psychological state or intrinsic feelinggjrely is a key to fostering
transformative learning that has been neglectedhdans asking: How do educators
establish empathic relationships with learners? ldovlearners see the role of empathy
(from educators, but perhaps more importantly frothers) in their transformative
learning experience?

In the various descriptions of how people engageansformative learning, there
is also an ignored gap between a disorienting eaeat revising a perspective, or
perhaps between engaging in critical reflection aewsing a perspective. We have
labeled this as a “desire to change”, but we neeelxplore this in much more detail.
Why do some people revise their perspectives amer®hot? Is it a characteristic of the
person? A characteristic of the event? Or whergénson is in his or her life?

In almost all of the literature, transformativeri@ag is assumed to be inherently
good. This is an assumption that needs to be ewmimransformative learning
theorists need to turn a critical eye to their cagsumptions. How do we explain the
experiences that otherwise resemble transformatearning but have negative
consequences? If transformative learning can bativeg how can we deal with the
ethical issues of fostering it?
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Research methodologies in the field of transformeatearning have settled into a
routine where people conduct retrospective inteygien an interpretive paradigm and
do thematic analyses of those interviews. Therenaaay innovative and interesting
methodologies that could be applied to researcloun field: arts-based research,
narrative inquiry, action research, and participatction research. How can we expand
the way we do research on transformative learn@a? positivistic paradigms provide
us with another perspective?

We encourage readers to consider these questionamgnother questions that fall
outside of what has become the traditional appresth understanding transformative
learning. We need to go back to a “theory in pregte
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Abstract

Sociomaterial approaches to researching education, such as those generated by actor-
network theory and complexity theory, have been growing in significance in recent
years, both theoretically and methodologically. Such approaches are based upon a
performative ontology rather than the more characteristic representational
epistemology that informs much research. In this article, we outline certain aspects of
sociomaterial sensibilities in researching education, and some of the uptakes on issues
related to the education of adults. We further suggest some possibilities emerging for
adult education and lifelong learning researchers from taking up such theories and
methodol ogies.

Keywords: sociomaterial, actor-network theory; complexiheadry; adult education;
lifelong learning

Introduction

While in some parts of the adult education literatsociomaterial analyses have only
recently begun to appear, these approaches haeenbaeasonably familiar in related
fields, such as higher education, organizationarmieg and practice, workplace
learning, and e-learning/mobile learning. Reseascli®ve developed sociomaterial
approaches in order to reclaim materials and naditgrin social life, and rethink their
relations within education. Environment, other aalsn objects and artefacts are treated
as integral to the enactment of human existencesantl life rather than as simply
background context or tools. This theoretical wdrks entailed engagement with
research in the physical sciences and related ,avdaye the nature of matter is a
central question, as to examine the social witlloeitmaterial is argued to work with a
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limited concept of society. The rethinking is litkéo wider efforts in the social
sciences to develop non-foundationalist and noresgmtational ways of researching
the social: treating the “social” as less a bouncggory and more itself an effect of
sociomaterial practices. Here research is enacted & performative ontology rather
than the more characteristic representational@pistogy that informs much research.

In this article, and drawing upon previous work riwek & Edwards, 2010;
Fenwick, Edwards & Sawchuk, 2011), we argue thahsapproaches open promising
avenues for research in the broader terrain oft alucation and lifelong learning. We
also believe that this is normatively and politigalmportant given the relative
impotence of many existing forms of research angiqwhich as Latour (2004) has
argued, have “run out of steam”. Our contentiorthist sociomaterial approaches to
research offer opportunities for more engaged pexdtive and practice-focussed forms
of educational practices, even if such engagemeet®me less certain, based upon
what one of us has argued to be forms of condilitgndallibility and responsibility
(Edwards, 2012). We offer these as alternativesetods in adult education research
that have focused on notions of, for instance,sfiamative learning, emancipatory
education, communities of practice and biographiczsdearch. While such work
represents honourable traditions within adult etiaoaresearch, we would argue that
most such work places human practiegthin a material context rather than exploring
the material and human as mutual constituent ereattmof the social.

There is a long established tradition of reseaghine material aspects of
education, from the design of desks to the builtirenment of institutions (Lawn &
Grosvenor, 2005). Indeed, Dewey’s (1938) infludntanception of learning emerging
through transactions between an inquiring learnéra@bjects of the environment could
be argued to have inaugurated a sociomaterial wewducation. Other influential
researchers of learning, such as Piaget and Vygotskild be said to have theorized
humans learning as active agents in the materiddwHBere practice — that islping —
is not ontologically separable from learning ananan development but is the very
substance of it. Forms of materialism are centisd £ many educators concerned to
address issues of inequality and power in educatoawing upon Marxist, feminist
and critical theory traditions of theorizing.

However, what is material is often taken to be biaekground context against
which human educational practice takes place ohiwitvhich it sits, and material
artefacts are often taken to be simply tools thahdns use or objects they investigate.
In other words, even where the material is a matteoncern, it is not necessarily well
theorized and humans are separated from the miatatieer than the material being
integral to being human. While giving a focus te thateriality of education therefore,
many such approaches still tend to privilege thentional human subject, which is
assumed to be different or separate from the nadtéine material is the non-human, the
thing waiting to be used and animated by humamtiide and agency. Sgrensen (2009,
p. 2) argues therefore that there is a ‘blindnesstd the question of how educational
practice is affected by materials’. She suggesisith consequence is to treat materials
as mere instruments to advance educational perfax@an her study of the materiality
of learning, she shows how everyday educationavipctand knowing are critically
shaped through and not simply by the material. Stgpes that materiality is not
consolidated within artefacts, but is distributedch that social as well as physical
processes can be understood as material. Fortherthisrelational materiality that is
often overlooked in educational research wherel¢aening human subject is often
taken as the foundational object of study.
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For this discussion, we have chosen to focus ondifferent arenas within which
sociomaterial studies have been situated: compléxéory, and actor-network theory
(ANT). Before we do however, it is important to wdrattention to the many other
research approaches that may be called socionlatestaalso have traction in fields
related to adult education and lifelong learningrtigularly work and learning: such as
aspects of cultural-historical activity theory (CHPand certain spatiality theories (see
Fenwick et al., 2011), and practice-based theat&ncing concepts of knowing-in-
practice (see Hager, Lee & Reich, 2012). A small &ctive field of research in
education calling itself materialist feminism alsas been working with concepts from
Deleuze to explore what emerges in engagements mattter and learning (e.g. see
Alaimo & Hekman, 2008). Space precludes an elalwyraif these in this article. Our
concern is what seems to be a tendency to postah of these broad approaches as
bounded and discrete. We prefer to discuss therfar@mas” because these can be
considered sites of contestation and the performaf®verlapping ideas. Each arena
represents a heterogeneous multiplicity of thepoest least widely divergent uptakes
of similar theoretical resources, so referringacleas a singular theory is problematic.
Although each has been called a “theory”, most Haatured debates criticizing this
representation. Also problematic is the ocularéerterm of “perspective”, “lens” or
“view”, to represent these explorations. Reseasciethese arenas tend to emphasize
knowing as enactment and experimentation rather #sa‘seeing” or as representation
(Edwards, 2012). In fact, they often work to revéts practices through which things
become visible, conceptualizing knowledge, capédsliand subjectivities as emerging
simultaneously in webs of interconnections amongrogeneous entities: human and
non-human, social discourses, activities and meganimas well as material forces,
assemblages and transformations. There is alsdedabaut the extent to which these
arenas are theoretical alone and/or methodologkal. example, Latour (1999) has
argued that ANT is more a methodology than a them one which he locates within
the tradition of ethnomethodology. However, nottlafloretically informed ANT studies
are ethnomethodologies. To write of the sociomaltes not to be able to offer a
bounded definition, as it is itself enacted throwghange of relational practices. Our
selection is illustrative rather than exhaustive.

In the hands of educational analysts, a rich bofljiterature has arisen that
suggests useful interventions related to educat\borking within these arenas,
researchers have shown possibilities for altereagimactments of researching policy,
curriculum, identity, learning, and knowledge, awulifferent ways to approach
pedagogic interventions. This article examinesdtacational understandings offered
by certain sociomaterial approaches. The article ghree sections. First, we discuss
some of the important contributions of these apghiea in existing research on aspects
of adult education and lifelong learning. Second,offer a brief introduction to the two
arenas of actor-network theory and complexity the@oterms of their central principles
and approaches. Third, we draw out general themesdhsideration and the ways in
which educational research can add to sociomatheakizing as well as draw upon it.

Researching adult education and lifelong learning sociomaterially

The uptakes of sociomaterial approaches have bemmy rbut divergent in adult

education and lifelong learning. For instance, Ml (2006, 2007, 2011, 2012) has
long used ANT to query the stabilized categoriest tiovern practices of vocational
education and workplace learning. For instance, (8fh@cahy, 2011) challenges the
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counter-positioning of work, education and learningbugh empirical analysis of pre-
service teachers in their practice placements, stgpghow how work and education
are mutually constituted material practices. SirtylaThompson (2012) examines the
informal learning of self-employed adults, alsongsiANT to challenge notions of
online community and show the array of distributedterials and material networks
that produce learning and participation. Some hased sociomaterial approaches in
professional adult education: Bleakley (2012) ekpents with its implications for
rethinking the nature of evidence, iliness and medearning in practice. Sociomaterial
analyses have been used to better understand cormipdeges in practice and work
conditions, from inter-professional work to conicdry knowledge sources and
standards (Fenwick, Jensen & Nerland, 2012). Othav® focused on assessment in
adult education. Fenwick (2010, p. 170) examines rtiaterialities of assessment in
various contexts of adult education to understheddomplexities of calculation as it is
enacted through heterogeneous networks, but atssptiices of non-calculation that can
be found or torn open to allow more freedom of pléty the arena of adult literacy
Hamilton (2009) and Clarke (2002) have both adogtBd questions to examine the
powerful sociomaterial assembling processes thaterodearners’ identities and
knowledge, and the cracks that open possibilibesrbnsgressive and subversive action
within these assemblings. In relation to social ements, analysts have theorized the
problem of agency when starting with an assumpithan these movements are effects
produced through material and social assemblagass@h, Peuker & Schillmeier,
2012).

Perhaps one of the earliest examples of, in pdaticaarly ANT being drawn upon
to study higher education is the work of Nespor9d)9 In his exploration of teaching,
learning and curriculum in undergraduate studie$lysics and Management in an
American university, he examines the ways in whgthdents and materials are
organized in space and time and the implicationghed both for knowledge and
knowledge-building practices, and also for subjatgti He illustrates that the different
practices associated with the two subject areadtiesdifferent subjectivities, networks
and representational practices. In other wordsnieg entails ways of being, ways of
acting, ways of feeling, ways of interacting, waysrepresenting, as well as ways of
knowing. For Nespor, these emerge through the malséng networks and networking
practices in which people enrol and the translatimwhich they are subject. These are
network effects, which he traces in great detaile Tiptakes and the foci of research
therefore are diverse within the broad terrain a@dlaeducation and lifelong learning,
but they share the concern to theorize educatimsales sociomaterially as arising
within performative ontologies.

They provide conceptual resources to trace both pherns as well as the
unpredictability that makes educational activitpsssible. They promote methods by
which to recognize and trace the multifarious gjtag, negotiations and
accommodations whose effects constitute the “tHimgsadult education: “learners”,
“facilitators”, “learning activities and spaces’krfowledge representations” such as
texts, pedagogy, content, and so forth. Rather thk@ such concepts as foundational
categories, taken for granted and naturalized, treme these as themselves effects of
heterogeneous sociomaterial relations (Latour, 0DHdis challenges assumptions that
a subject is separable from an object, or a kndwen the thing that is known, and in
some instances that a learner is necessarily huktatter and meaning are taken to be
interwoven and representation, based on a fundainsgparation of subject and object,
a problem (Barad, 2007). Yet education precisetgl$eto be often representational in
its assumptions and practices, focussed on thelgeaent of the human subject and
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their cognitive acquisition of ideas. In other wgrdeducation is assumed to enact
primarily learning as representation, representifigects to subjects. Without the

separation of matter and meaning, there is nonmalgfor much of educational practice

as we know it. In a subject such as education wtinerédluman is centred as an object of
study and knowledge a representation through whbrah learns about something, this
can be unsettling.

A sociomaterial sensibility decentres the subj@rtawing on these arenas can
interrupt understandings of knowledge, learning aaldication as solely social or
personal processes, and insist upon attendingetonttterial that is enmeshed with the
social, technical and human. In the most radicakession of this approach, things are
performed into existence in webs of relations. Thatral premise is, as Orlikowski
(2007, p. 1435) puts it, ‘the constitutive entangdeit of the social and material in
everyday life’. All things — human, and non-humagbrids and parts, knowledge and
systems — emerge adfects of connections and activity. There are no received
categories. The shift here is what Jensen (2010,7)p.characterizes asfrom
epistemology and representation to practical ogioknd performativity’. The question
of producing knowledge and learning shifts fronepresentational idiom, mapping and
understanding a world that is “out there” onto timethere” of the human subject, to a
view that the world, of which humans are a parat tis doing things, full of agency.
This is the view that Latour and Callon proposec&mwkhey suggested that researchers
need to be symmetrical in considering wdts on the world. Not only humans act,
because non-humans act on and with humans. Hunt@m aequires the non-human,
the material. Human agency is the effect of pakdicdistributions and accumulations
enacted through such assembladéss view

multiplies the potentially relevant actors and ®rattention on their differences and
relations. The aspiration is to thereby facilitatere nuanced analyses of how humans
and things (broadly construed) together creatbjlzta and change worlds. Analyses, in
other words, that are sensitive to human and noahuactivities agpractical ontology:
efforts to concretely shape and interrelate thepmrants that make up the worlds they
inhabit. (Jensen, 2010, p. 5)

In education, writers like Sgrensen (2009) aredasingly arguing not just for greater
attention to materiality, but for this more symnet approach, where materiality co-
constitutes the practices that emerge. Waltz (28@6ins that in educational analyses,
material things too often are denied their vitaliateriality is subsumed by human
intention, design, and drive, and treated merelthamys representative of human ends.
This hides the qualities and contributions of matezntities themselves, including the
materialities of human beings, particularly the wathey act within educational
processes. Texts, for example, exert force. Depgndn their form, they can enact
certain pedagogical activities and sequences, aligncula across space and time, limit
the teacher’'s academic freedom, and affect stullenis. They generally function as
‘co-conspirators, law-enforcement officers, adntnaitors, racists, quality control
agents, seducers, and investment advisors’ (2008, p. 57).

The point is that material things are performatwel not inert; they are matter and
they matter. They act together with other typeshofgs and forces to exclude, invite,
and order particular forms of participation in emnaents, some of which we term “adult
education” and/or “lifelong learning”. What thengsoduced can appear to be policy, or
gender identity, or expertise, or a social struetguch as racism. A focus on the
sociomaterial therefore helps us to trace the bge&reous relationships holding
together these larger categories, tracing theialulity as well as their ephemerality.
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From this approach, no anterior distinctions, sasthhuman beings or social structures,
are presupposed.

Consider the concept of learning, central in edanat discussions and extremely
slippery in meaning and enactment. It is by now ammonplace in research to
understand learning as more than the purely indalidcognitive and acquisitive
process that has driven some approaches. Conceptbnlearning have long
acknowledged the importance of transactions amaomgcepts, language, cultural
mediation, and experimentation with environmenthjeots. Notions of learning as
socio-cultural participation, embedded in particyk@int activity, tools and routines
have become ubiquitous in educational writings thggest less instruction and more
scaffolding of active processes as a pedagogicoappr However, such conceptions
still tend to focus on individual learning subjecasd on their particular development
through the processes of mediation and/or participa What is placed in the
background is how the entities, knowledge, othésracand relations of mediation and
activity — all the forces directly engaged in leagnactivities — are also being brought
forth in practices preciselys learning. Learning here is a materializing assegwland
not simply a cognitive achievement or way of intéireg. It is through the being-
together of things that actions identifiagllearning, become possible. Thus teaching is
not simply about the relationships between humanssbabout the networks of humans
and things through which teaching and learningramgslated and enacted as such. They
do not exist and cannot be identified as separata the networks through which they
are themselves enacted. They are not pre-existamgdendental entities or processes
but immanent assemblages. We therefore begin tdifgelifferent research questions
emerging from these arenas as well as particukoridss and methodologies, questions
which focus on how phenomena emerge, but whicheyoid many forms of existing
social constructions, which assume multiple perspes on a single world out there.
Research influenced by sociomateriality adoptsthteon of many worlds, and multiple
ontologies, enacted through the different formmaterial assemblings.

Complexity and actor-network theories as sociomaterial arenas

While deriving from very different theoretical reoand premises, sociomaterial arenas
bear some important resemblances. First, theywhkte network relations into account
regardless of what small slice of material or agtiias been chosen as a primary focus
for study. They explore the webs of entangled hun@mhuman actions, matters and
meanings that give rise to and emerge from netwankd acknowledge the processes of
boundary-making, boundary-marking and exclusiort #sablish what we take to be
objects and systems, and their internal elementdjects with properties. Second, they
focus on closely tracing the formations and stahilon of elements that are produced,
reinforced or transformed by subjects that emerijle/iw a particular activity. That is,
they trace theédational among non-human as well as human parts of the system,
emphasizing both the heterogeneity of elementsthadneed to focus on relations,
mobilities and mediations, not separate things epagte individuals. Third, they
understand human knowledge and learning in the orktto be embedded imaterial
action and inter-action (or intra-action), rather than focusing strictly on internalized
concepts, meanings and feelings of any particigardgther words, they do not privilege
human consciousness or intention in any converitegse, but trace how knowledge,
knowers and known (representations, subjects anectsh emerge together with/in
activity as “knowing locations” (McGregor, 2004)inglly, these approaches trace the
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orderings and disorderings that become entities. They show the material atational
workings through which hybrid assemblings that picalidentities, institutions, bodies
of knowledge, practices, radical movements etc imecstabilized and powerful, or
transformed, reconfigured, distorted, or dissoludgbridity and mess are therefore the
norm (Latour, 1993) and the focus of research. N@gksense is a reduction to the
singular when all is multiple performances.

Complexity theory

Complexity theory is actually a heterogeneous badytheories originating in
evolutionary biology, mathematical fractals, gehsystems theory, cybernetics, and so
on. The present discussion draws from analysts awe theorized complexity theory
in terms of human and organizational learning (®gvis & Sumara, 2006; Stacey,
2005). Complexity theory provides an approach tdeustanding learning processes in
a system such as a work organization. The firan@e is that the systems represented
by person and context are inseparable, and thexde¢hat change occurs from emerging
systems affected by the intentional tinkering oé avith the other. The key concept is
emergence, the understanding that in complex adaptive syst@menomena, events and
actors are mutually dependent, mutually constigytand actually emerge together in
dynamic structures.

Davis and Sumara (2006), among others, have drgvam these concepts to
research human learning, showing how environmethi@arners emerge together in the
process of cognition. Elements that come to corapaissystem interact according to
simple rules that are recursively re-enacted. Efgmeften couple, in a process of co-
specification. As each element interacts and redpanthin the activity, the overall
shape and direction of the system shifts, as doesierging object of focus. Other
elements are changed, the relational space amamg #fi changes, and the looping-
back changes each element’s form and actions. @hdtant coupling changes or co-
specifies each participant, creating a new trarggeinunity of action and identities that
could not have been achieved independently. Theseractions are recursive,
continuing to elaborate what is present and whaioissible in the system. They also
form patterns all by themselves. They do not ommmaccording to some sort of
externally imposed blueprint but asef-organizing. Through the ongoing processes of
recursively elaborative adaptation, the system wgaintain its form without some
externally-imposed discipline or organizing devisech as hierarchical management.

In education, people constantly influence and ddfaseach other's emerging
behaviours, ideas, and intentions as well as wijeats, furniture, technologies, etc,
through myriad complex interactions and fluctuasioA whole series of consequences
emerge from these micro actions. Most of this caxpjoint action leaks out of
individual attempts to control what they are doihp clear lines of causation can be
traced from these interactions to their outcomesabse at any given time among all
these interconnections, possibilities are containethe system that are not visible or
realized. It is for this reason that Freud descriegucation as an impossible practice, as
its ends cannot be mandated (Edwards, 2008). Tk&ns) among other things, that
humans are fully nested within and interconnectéti wmany elements of the systems
comprising them and in which they participate. Thaye not considered to be
autonomous, sovereign agents for whom knowledgdoeaacquired or extracted.

Overall, in complexity theory knowledge and acteme understood as continuous
invention and exploration, produced through refai@mong consciousness, identity,
action and interaction, objects and structural dyica. New possibilities for action are
constantly emerging among these interactions, agiton occurs in the possibility
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for unpredictable shared action. Knowledge or skdhnot be contained in any one
element or dimension of a system, for knowledgeoisstantly emerging and spilling

into other systems. No actor has an essential @elknowledge outside these

relationships. Thus, for example, an organizatiatange initiative would focus on

enabling connections instead of training individu@al acquire understanding of the new
policy. These are connections between this indgatand the many other initiatives

likely to be lurking in the system, between partshe system, between the initiative
and the system’s cultures, and between peopleusgegand technologies involved in
the change. It would encourage experimentation gnp@ople and things involved in

the change, and would focus on amplifying the athgegous possibilities that emerge
among these connections as people tinker with tivegs and language involved.

Learning is defined as expanded possibilities fotioa, or engaging in more

sophisticated and flexible action (Davis & Suma@06).

When examining different arenas of sociomateriatiymplexity theory provides a
rich analysis of théiological (as well as social, personal, cultural) flows irgm in
materialization processes. It highlights the elabmintertwining of human/non-human
elements, and the non-linear simultaneous dynamms conditions which produce
emergence. The system in complexity theory is an effect et through self-
organization via these dynamics and is continuoadbptive. Studies are able to model
system patterns in various scalar spaces as thenaan, shift and change. Knowledge
(e.g. new possibilities, innovations, practices)egges along with identities and
environments when the system affords sufficientediity, redundancy and multiple
feedback loops. Diversity is not to be managed tdes@roducing greater homogeneity,
as some approaches to workplace learning mightcadepbut by being interconnected.
In multiplying connections, different possibilitiesmerge. In elaborating this point,
Davis and Sumara (2006) explain that differencanindentified system needs ways to
become visible — the conditions must enable thectement of difference — which is
often not the case. As diverse elements becomeezhaihey could also be able to
interconnect through overlap. In classrooms or mirgdions, emergence can be enabled
where there is diversity and constraints (purpoaed rules of engagement) by
amplifying difference and perturbations, decerginl organizing processes,
encouraging continuous interaction, and ensuringomy feedback among various
elements/sites (Davis & Sumara, 2006; Stacey, 2005his way, complexity theory
becomes not only a way of enacting research, ksd #&r developing pedagogical
practices.

Actor-network theory
Actor-network theory has emerged from the socishar than natural sciences, in
particular the study of science and technology,hbiot terms of knowledge and
innovations. Yet it shares similar concerns witmptexity theory. Proponents of ANT
claim it is not a theory but a sensibility, indeedany diffused sensibilities that have
evolved in ways that eschew its original tenetsifbhared commitment is to trace the
process by which elements are connected togetteemaamage tchold together, to
assemble collectives, or networks. These networkslyce force and other effects:
knowledge, identities, rules, routines, behaviomesy technologies and instruments,
regulatory regimes, reforms, learning and so foNb. anterior distinctions such as
human being or social structure are recognized@asdational categories.

ANT takes knowledge generation to be a joint exercdf relational strategies
within networks that are spread across space ar@and performed through inanimate
— e.g. books, mobile phones, measuring instrumentgection screens, boxes, locks —



Performative ontologies [57]

as well as animate beings in precarious arrangememarning and knowing are
performed in the processes of assembling and niaiimgathese networks, as well as in
the negotiations that occur at various nodes camgria network. ANT focuses on the
minute negotiations that go on at the points ofnemtion. Things persuade, coerce,
seduce, resist, and compromise each other as thrag together. They may connect
with other things in ways that lock them into ataiar network, or they may pretend
to connect, partially connect, or feel disconneced excluded even when they are
connected. When anyone speaks of a system orsey@&NT asks, how has it been
compiled? Where is it? What is holding it togeth&? things are assemblages,
connected in precarious networks that require maoicgoing work to sustain their
linkages. ANT traces how these assemblages are aratisustained, how they order
behaviours as well as space and objects, but alsothey can be unmade and how
counter-networks or alternative forms and spacedaiee shape and develop strength.
Latour (1999) argues against any ontological sejpardetween materiality and
meaning as a rupture between the thing and its thighare part of each object. He
considers a central problem to be the “circulatiefgrence” between words and world
that attempts to transform matter, the objects rafvkedge, into representations, as
though there were justifiable a priori distinctiobstween mind/matter or object/sign.
He, like Hacking (1999) and Barad (2007), is therefcritical of social constructivists
as well as realists in assuming that materialit§ egpresentation are separate realms.
The important point is that ANT focuses not on wieats and other objects represent or
mean, but on what they do. And what they do is gdna connection with other human
and non-human things. They are what he refers tga#iserings rather than discrete
objects with properties. Some of these connectiokstogether to form an identifiable
entity or assemblage, which is referred to as acotofa that can exert force.
“University”, for example, represents a continuot@laboration of machines and
information, routines, supplies, bodies and thejpacities, techniques and timetables,
gazes, safety rules, legislation and so on. Thigersity is both an assemblage or
network of things that have become connected iaréicolar way, and an actor itself
that can produce fears, policies, pedagogies, fafmstudy and resistances to these
forms — hence, actor-network. And the gatherings Have become part of this actor-
network are themselves effects, produced by paati@erformances with one another.
ANT analyses show how the entities that we commardyk with in educational
research — classrooms, teaching, students, knowlgdgeration, curriculum, policy,
assessments, inequities, reform — are in fact gatieof myriad things that order and
govern educational practices. Yet, these assemate®ften precarious networks that
require a great deal of ongoing work to sustainrthekages. The focus is on how
things are enacted and the practices through wthch is achieved rather than
attempting to explain why they are the way they. dilge former always contain the
possibilities for difference and multiplicity rath#han being foundationally grounded.

Researching sociomateriality

There is a danger in becoming overly fascinatett witnceptions that trace complexity
and assemblings, without asking how such analysisany more productive in
understanding and responding to educational coac¥vihile sociomaterial approaches
offer researchers different ways of engaging artdrvening in educational issues,
educational researchers also bring important questio sociomaterial arenas around
core questions of knowledge, pedagogy, and purps$eat forms of knowledge are
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produced in current educational arrangements, weatuctive forms of knowledge are
possible, and what engagements can develop theba? ig/competency, and what is
expertise, in sociomaterial practices? How is pedggachieved sociomaterially, and
what effects are produced by different pedagogide® are educational purposes
produced (or resisted, defused, undermined) throultierent heterogeneous
assemblages, and how can these be influenced? ldowwe conceptualize “good
education” in a sociomaterial orientation? How oame understand and promote
productive enactments of educational responsiBildyhat does education for equity
and justice look like if we approach it as vitalterality, and how can it be promoted?

Adult educators have for some time worked with owi of situated learning,
accepting metaphors of learning as more aboutggaation than acquisition. But who
and what participate, and how, with what effects@i@material orientations offer more
fine-grained analyses of participation than are m@mly undertaken in conceptions of
communities of practice, as Nespor (1994) illusatSimilarly, the concept of practice
in education, while recently reclaimed in the stlechpractice-based turn of learning
(Hager et al., 2012), is a vast domain that needse muanced consideration: visible
activity and invisible infrastructure, forms andrposes of knowing activity, and
various practicing combinations of materials, megaiand energies that sociomaterial
analyses can help us to appreciate.

Adult educators working within sociomaterial areredso continue to raise the
question of human subjectivity and meaning. Theynaes if, when we move away
from the individual, are we then in a world of taokdeterminism? Or, from a different
set of concerns, do these approaches simply reatarsystemic level that abstracts, or
omits, the person and the personal that are crucialeducation? For some,
sociomateriality represents a post-human oriemtatldowever, this is not an anti-
human post-humanism where technological enhancenaert digitized bodies are the
nightmare of lost human dignity and subjectivityuKbyama, 2002; Hayles, 1999).
Rather, this is a post-humanism that refutes thikrapomorphic centrality of human
beings and human knowledge in defining the world igmrelations. It accepts the value
of transgressing boundaries and disrupting unifateas about what it means to be
human. It even may suggest expansion of human {mag beyond current naturalized
limitations of physical body and brain-based ingelhce. To be human is enacted
through materializing practices. Here, the languagfe human/nonhuman (like
material/immaterial, and natural/social) can createblematic binaries. These have
been critiqued in ANT debates (Fenwick & Edward§l@ Lee & Brown, 1994;
McLean & Hassard, 2004), along with the paradoxawthrocentricity when human
researchers assemble accounts assuming to speakrfdrumans. The point is not to
indulge in what McLean and Hassard (2004) call “syetrical absurdity”, pretending
to banish human meanings, subjectivities, desuasies and so forth from the process
and representations of analysis. The point is ®sinupon recognizing important
influences in assemblages as emanating from naaatenology, objects and all manner
of quarks, which may overlap and infuse what is &aom

An important radical tradition in adult educatioashbeen devoted to empowering
human beings to act agentically in promoting degeand justice and resisting inequity.
However, when actors are understood to be asseetblafj many things that are
continually (dis-/re-)assembling, the focus shitisunderstanding how and when these
variously distributed human and non-human matedalectively generate exercises of
power, consolidate or resist it and when they canibien agency is thus understood as
a distributed effect produced in material webs winhn and non-human assemblages,
some argue that a more responsible, ecologicatiqgmlis possible (Barad, 2007;
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Bennett, 2010). But how can this be if agency iecpely about a human being
becoming an agent (e.g. for social change)? Howwaahink about collective action
when we have “agency without actors™? (Passoth ,e2@12).

“Agency”, which Callon (2005, p. 4) defines as ‘aajty to act and to give
meaning to action’, is problematic for many socitenal analysts. Some refuse to use
it altogether with its associations of human induals’ intention, initiative and
exercises of power. Others like Bennett (2010) @atlon (2005) write of agency as
relational, possible only through assembladgzsad (2003, 2007) calls this relational
entwining “intra-activity”. Entities become linketirough intra-actions, a term she uses
to indicate the mutual constitution that occurswianeously with their joint activity.
Inter-action suggests that entities are separate andigbeemined prior to their
encounter. But in fact, argues Barad, complexitgrsze shows that all entities (human
and non-human) as well as their “relata” — the reatf the links through which they
become related in some way — emerge together thrthejr continuousntra-activity.
Working with these ideas through feminist theorg gmantum physics, particularly the
physics of Neils Bohr, Barad develops a sophiggtatonception of complex
materiality that she calls “agential realism”. H&re world is an ongoing open process
of mattering through which “mattering” itself acgggé meaning and form in the
realization of different agential possibilities’gdEad, 2003, p. 817).

However, in specific intra-actions, an “agentialt’cis enacted that causes a
boundary to appear. This boundary separates mattedistinct entities and identifies
some relationship among them such as causalihserver and observed — subject and
object. An agential cut is realized through whatdlacalls an apparatus of observation,
which is a specific material-discursive configuoatithat is exercised in an act of
agency. These apparatuses also emerge throughagé®etial cuts. An agential cut is
always a performance: the boundaries distinguiskimayver, known and knowledge do
not pre-exist the cut. Further, an agential cut @aly be performed in a local moment
and place. Agency emerges through iterative chatigdsare enabled in the dynamic
openness of each intra-action. Those who draw upese ideas in education and
educational research, such as Hultman and Lenz chag2010, p. 538), propose
approaches such as ‘diffractive seeing’ and ‘nomatinking’. The researcher (or
teacher, or learner) learns to understand thenselsepart of and activated by ‘the
waves of relational intra-actions between differkatlies and concepts (meanings)’ in
active encounters with a things such as data. ad tieese encounters diffractively is to
see how ‘you install yourself in an event of “bedogawith” the data’.

For adult education, this emergentist ontology callly calls into question the
material separation of humans, objects and thétioas, including the separation of
entities and representations, in activities ofneay and pedagogy. It also insists that the
future is radically open, for at every local penf@nce of intra-action, there is space for
material-discursive agency. The important issues rent where agency is located or
what kind of agency is human or non-human, buterathe profound uncertainty about
the nature of action, and controversies about hganey is distributed. Some critical
educators, like Holifield (2009) who writes frometlperspective of environmental
justice, argue that sociomaterial accounts are fale@recisely because they can
register a range of competing accounts of agenhg. dim is to understand not what
agencyis but how certain accounts of it become stabilized their effects.

Questions of power and the normative inspire caomtign debate among adult
educators. Some approaches such as ANT have bé&uent for offering a flat
ontology where nothing can be challenged and namdg@nt for intervention
formulated. However, other researchers have shdearlg that ANT traces very well
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how powerful assemblages — whether ideas, ingirtafimachines or dictators — emerge
and extend themselves. It is an approach that esigely about intervention and
experimentation given the performative ontologyeftacts. Sociomaterial approaches
can reveal materialist dynamics of oppression, usich, transgression and agonism
that are at play but often overlooked in educatipnacesses. They also can illuminate
openings and ambivalences for entry, opportunitesnterruption, and strategies for
productive materialist coalitions. More importanths political philosopher Bennett's
(2010, p.107) work shows, a materialist theory emdcracy is enabled when we
encounter the world ‘as a swarm of vibrant matsria@htering and leaving agentic
assemblages’. She follows the French philosophecigeein accepting that a political
act not only disrupts, but also disrupts in oraeradically change how people perceive
the dominant partition of the sensible: the bourdathat distribute bodies so that some
are visible as political actors and others ignotddwever, Bennett asks, why is the
power to disrupt limited to human speakers, andpthwer to provoke dramatic public
perceptual shifts assumed to exclude non-humans?

We might then entertain a set of crazy and notraayc questions: Did the typical
American diet play any role in engendering the wpead susceptibility to the
propaganda leading up to the invasion of Iraq? &uwlsstorms make a difference to the
spread of so-called sectarian violence? Does metalp autism? In what ways does the
effect on sensibility of a video game exceed thentions of its designers and users? Can
a hurricane bring down a president? Can HIV mobilmmophobia or an evangelical
revival? (Bennett, 2010, p. 107)

As Bennett concludes, when the sensible is remartit, and the regime of the
perceptible overthrown, new tactics emerge for animg, or weakening particular
arrangements of the public. This opens differemstispmlities for research and practice.

A final contribution of sociomaterial approaches tis debates around the
difficulties of conducting research. Suchman (20@Rplains that sociomaterial
orientations constantly remind us that we are amgnal part of the apparatus through
which our research objects are made. Once we siigle a representational idiom of
(re)searching phenomena, we must confront the waydich our practices of research
and knowing are specific material entanglements phéticipate in (re)configuring the
world as research. Sociomaterial approaches offerstarting points for this. The first
is a sensibility for, and a language for speakingus, both the order and the mess that
are mutually enacted in the material swarms of atloical worlds. The mess is the
lumpy stuff that continually spills out of categmtions and models: a necessary
hinterland of details, contingency and banalityt tha often disappears in a focus on
what appears to be self-evidently important anchii@ant in research. As Suchman
(2007) has been arguing for over two decades, @ kg/ing to order the mess with
prescriptive devices — typologies, plans, mapscgutares, and instructions — but these
are in themselves practices that are mutually doted of ordering impulses and messy
hinterlands. Sociomaterial approaches emphasizaomegble knowing, research that
explicates the boundary-making and the exclusioafted through its own processes,
and that traces the entanglement of the reseairchiee vital swarms of the researched.
This is a fraught endeavour of course, particularhen a human researcher is, in the
final representation, speaking for the swarms argbrwa “unit of analysis” is a
gathering, raising ethical and political questiohsvhere one stops to “cut the network”
in following the actors (Strathern, 1996).
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Concluding remarks

We have been arguing that sociomaterial approacifies useful theoretical and
methodological sensibilities and questions for adediucational researchers. Our
interest here has been primarily in the emphasismateriality offered by these
approaches, which show how it is relational andribisted within webs of thought and
activity, social and physical phenomena in eduacatfeurther, they offer methods for
analyzing how materializing processes are bounditlp assembling and reassembling
policies and practices, subjectivities and knoweedhile very different in their points
of departure and foci for analysis, these approacmalyze processes termed learning
as phenomena of emergence and orderings withimemss space-time. They show the
interdependence of entities, which not only de4smnthe knowing subject but also
unseats idealizations of enterprising, autonomawuswlers. Most important perhaps,
these approaches have offered resources to umirsta engage, both pedagogically
and critically, with the unpredictability and imgasility of educational processes. They
could be enacted to unpick the fragile stabilibéslevices that appear to be immutable
and to show the productive openings created.

A key contribution of them all is to de-couple leiaqg and knowledge production
from a strictly human-centered socio-cultural oo¢yl, and to liberate agency from its
conceptual confines as a human-generated forceakhsagency as well as knowledge
is understood to benacted in the emergence and interactions — as well as the
exclusionings — occurring in the smallest encowntén these material enactments
bursting with life, this “vital materiality”, or “raterial-discursive agency”, boundaries
and properties of elements come into being, subjant objects are delineated, and
relations are constituted that produce force. Nmjlis determined in advance of its own
emergence. Therefore, (unknown) radical future ipddgges are available at every
encounter. This is attuned to certain traditionsad@ilt education research and may
enable the emergence of sociomaterial questionsemslbilities as a matter of concern
in its enactments. But all this is conditional upmoving research from a focus on
representation to a more experimental performagivgagement with the materializing
of practice.
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Abstract

This article presents the results of research whbeemain objective was to achieve a
better understanding of the uses made by profeslsiom the adult education sphere of
the official knowledge that provides the framewarkl guidelines for their work. The
study was undertaken using Bernstein’s theoreticatlel of the structure of official
pedagogical discourse, and employed an essenti@tiinographic fieldwork
methodology to analyse the work of a team of aglllication specialists working in a
local development association in the north of Pgalu The results of the study show
that the team was able to make both reproductive recontextualising use of official
knowledge, thereby demonstrating that, even in plades where external prescription
is extremely influential, it is possible to putic#l knowledge to alternative i.e. more
effective, locally-adapted use.

Keywords: official knowledge; knowledge use; adult educatigrofessionals;
sociology of education; Portugal

Introduction

In the field of adult education, the study abouifessional educators and trainers has a
long standing tradition (Scheffknecht, 1980; Jari@97; Merriam & Brockett, 1997
and we can say that in the last years this resdsshgained more visibility. Several
studies funded by the European Commission provaaerete evidence in this respect
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(Research voor Beleid & PLATO, 2008a, 2008b; Buskdroek, van Lakerveld,
Zarifis & Osborne, 2010), namely analyzing the adedrning professions in Europe
and the key competences for adult learning pradesss. A series of thematic issues
dedicated to the adult education professionalsarorgd by theEuropean Journal of
Education (Osborne, 2009), and by theuropean Journal for Research on the
Education and Learning of Adul{@utte, Nicoll, & Salling Olesen, 2011a), are also
symptomatic of the growing importance of this pafar area of research.

Some of this research has described and refledtedt ahe diversity of adult
education professionals (teachers, trainers, aomiatraining managers, etc.), their
work contexts (schools, associations, traininganmunity centers, etc.), their working
conditions, (volunteers, part-time or full-time g@aiprofessionals) (Jarvis, 1997,
Merriam & Brockett, 1997; Osborne & Sankey, 2008tte), Nicoll & Salling Olesen,
2011b). Most studies about adult education worlkeosyever, have been made around
such issues as the profession, professionalizapoocedures and professional
development. The debate about the existence (Qrafi@dult education professionals
and the necessary requirements to be a profesq@mrademic degree, basic theoretical
competencies, codes of ethics, regulations to dedimd access the profession, among
other issues) has been enriched by different asitiothe last two or three decades
(Jarvis, 1989; Jarvis & Chadwick, 1991; Merriam &oBkett, 1997; Osborne &
Sankey, 2009; Ackland, 2011).

The issue of professionalization, professional tgweaent and professional
knowledge of these actors has gaining increasitegast and has been mainly based on
the critical analysis of: the most influential edtional policies in different countries
(Guimaraes, 2009; Osborne & Sankey, 2009; Lass@iggl); the differences between
professionalization and other approaches, suclhualgyjmanagement (Egetenmeyer &
Kapplinger, 2011); and the required competencethede professionals, including the
pedagogical knowledge (Maier-Gutheil & Hof, 2011).

In our view all these analytical and research pmBpes contribute to improve the
knowledge basis of those working in the vast anchplex field of adult education.
However, there is one area of research which has bederestimated and that we
consider quite relevant, namely tbieidy of the uses that adult education professsonal
make of the official knowledge in their institut®rfLoureiro & Cristévao, 2010). In
fact, professionalization is not simply a questafnhacquiring knowledge, but one of
putting that knowledge into uses within the workitext.

Sociology of education approaches (or, at least{ pait) can be helpful in
considering the use of knowledge in educationalkwaamtexts. In fact, it is important
to note that sociology of education has long foedsss attention primarily on school
education and, when it analyses the knowledge tisein, concentrates above all on
the content and transmission of that knowledge,thadccorresponding effects (Young,
1971; Bourdieu & Passeron, 1978). Bernstein (198@ues, however, that those
working with sociology of education approaches hagtpaid appropriate attention to
the intrinsic characteristics of communicationhe pedagogical sphere, nor indeed has
any theory of communication been developed for ffaistor. While researchers have
concentrated on communication as being somethiagttAnsmits external relations of
domination, their analysis has treated the meansoofmunication, i.e. the specialist
discourse of education, as if they were unimporitagbncretising these relations.

Educational sociologists have dealt with schookdasnowledge in the following
ways: (a) knowledge assumed to be neutral, anéftrerrequires no analysis; (b) being
non-neutral, school-based knowledge causes sonseciceed and others to fail but,
while the use of knowledge may count among theiplessauses of this situation, it
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remains largely unanalysed, and the school remaifislack box”; (c) school-based
knowledge is a social construction that involvesaggles and conflicts and the analysis
of its content and organisation is therefore ciutiaureiro, 2009).

The research reported in this article treads diffeground in two senses. Firstly,
its concern is not so much the curricular content arganisation of knowledge, but the
uses to which educational agents put knowledgenhdir daily practice. Secondly, it
focuses on practitioners in non-formal adult edecatMore specifically, it seeks to
understand the uses to which these professionaltheuofficial knowledge or official
pedagogical discourse in Bernstein terms (19906)9%at guides their activity. In
other words, the main objective of this articlddscontribute to a better understanding
of the uses made by professionals in the non-foradailt education sphere of the
official knowledge that provides the framework anddelines for their work.

In spite of what has been suggested above regatidéngonventional approaches
adopted in the sociology of education, it is pdsstb find authors who have, to some
extent, studied what educational agents do withkttmvledge that is central to their
profession (Apple, 1986, 1993; Bernstein, 1990,619999; Perrenoud, 1999). Such
studies constitute a tangible shift in how thisaaoé sociology analyses knowledge.
Before summarising the methodology used in ourystadd discussing the results
obtained, in the section that follows we review therk of some of these analysts,
which can be used to do research on how profedsiamdhe field of adult education
make use of official knowledge.

The sociology of education and its analysis of the use of knowledge

Knowledge and official pedagogical discourse: from Apple to Bernstein

Apple (1979, 1982, 1986, 1993) has produced a lagdy of work on school-based
knowledge; of particular interest to the presemdgtis his analysis of the how the
official bodies that control official knowledge lnénce the work of teachers, since this
has direct bearing on the relation the latter haite knowledge. His research on the
production, distribution and organisation of officturricula in the USA indicated that
large educational publishing houses, in partnership the state, exert a determining
influence (Apple, 1982, 1986, 1993), and are abledntrol both the content and the
form of school-based knowledge, as well as thestoskd to put it into practice. As a
result, teachers’ work falls under outside contsalce the content transmitted, the way
the teachers’ work is planned, and the pedagogscdiniques used, are all externally
predefined and prescribed. A sharper separatiomgaadetween those who conceive
and plan the content of education and those whusitné it: teachers become mere
executers and, as such, their work is deskillegly tbse competences and knowledge,
and their reflexive capacity is diminished.

Apple (1982, 1993) believes that teachers nevartisemake creative use of both
curriculum and textbooks whenever they deconstraistl reconstruct officially-
sanctioned knowledge, and whenever they make atieenuse of official procedures,
i.e. whenever they subvert what has previously bleematted by external agents.
Regardless of the degree of real autonomy availtdbléeachers, Apple’s findings
encourage analysts to carefully examine how actaspond to the official
documentation with which they are required to wdrkthe specific case of education,
much remains to be done if we are to understandtbashers, students and other actors
in this field come to accept, interpret, reintetpoe reject (totally or in part) the texts
with which they work (Apple, 1993).
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Another important contribution to our analysis legn Bernstein’s (1990, 1996,
1999, 2001) theory of the structure of official pgdgical discourse, i.e. his theory of
how educational institutions construct, regulate astribute this discourse. In his
model, educational discourse, practice and orgaomsais constructed in three
interdependent fields: production, recontextualsatand reproduction. Here, a
pedagogical device provides the internal grammaof@itial pedagogical discourse
through the rules of distribution, recontextualisatand evaluation that it imposes.
These hierarchically inter-related rules underpih tiaree of these fields, thereby
structuring pedagogical discourse (Bernstein, 199M)e field of production is
responsible for creating the intellectual dimensibthe educational system: it is where
educational discourse and practices are generaleolg(with the processes of creation,
modification and exchange of new ideas and spetidiscourses), and where new
knowledge is legitimately produced. The distribatimles aim at controlling access to
the field where legitimated knowledge is producaslwell as who may transmit it, to
whom, and under what conditions (Bernstein, 19996).

Those active in the field of recontextualisatiotestvely undertake transfers from
the field of discourse production to that of repratibn i.e. the original discourse is
detached and relocated. The function of this fielth act as a bridge between the fields
of production and reproduction, thereby regulatimgcirculation of texts between these
fields. This field’s main activity is the appropi@ of discourse from the field of
production and its transformation into official p@®gical discourse. When
recontextualising agents first appropriate a teit,is subjected to an initial
transformation before it is inserted into the fiefdeproduction.

Thus the principal activity in the field of recortealisation is the construction of
the “what” and the “how” of official pedagogicalsdiourse, i.e. the establishment of the
categories and relations to be transmitted andmthener of their transmission. The
rules of recontextualisation fix both the exterramdd internal limits of official
pedagogical discourse and provide the basis fostoatcting the “what” and “how”
involved. It is around these rules that real offipedagogical discourse is built and it is
these rules that regulate the work of specialisthis field (Bernstein, 1996).

The field of reproduction is where practical pedag®s undertaken, and where the
selective reproduction of official pedagogical distse occurs (Bernstein, 1990).
Evaluation rules regulate pedagogical practicetHey guarantee that teachers transmit
material with a specific content in a given localed that a predetermined cohort or age
group of students absorbs it, in accordance wehrty defined levels of achievement to
be attained (Bernstein, 1996).

The model envisages a structural and functionalalty that extends from the
field of production through to that of reproducti@ach field having its own organs and
agents. But, as Bernstein (1990, 1996) notes, th@ehhas its own internal dynamic
and, as it develops, generates spaces and oppisuior divergences from the model
to occur. As Bernstein (1996) stressed and theeptearticle also demonstrates, the
model is applicable outside the formal school centéhough certain adaptations are
required.

Both hierarchy and internal dynamic are essentiale are to understand if and
how actors discover and take advantage of the sdafteby the state, or create such
spaces themselves, while they are reproducing theiab discourse. In our view,
recontextualisation can also occur in the spherpraétice, opening up the possibility
for actors to establish an active type of relatmswith knowledge and with the
official pedagogical discourse.
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As contemporary society becomes increasingly “pedmsgd”’, “new pedagogical
cadres” emerge, with new professional discoursesdan updated research and policy
reforms, as well as the corresponding ‘new posstigolanners and transmitters of
knowledge’ (Bernstein 2001, pp. 15-16). Thus, amgyBernstein’s model outside the
conventional school context provides a test oWiter relevance, and allows us to map
these recent shifts and to analyse both ‘new comiled the recontextualisation process
that the new content presupposes’ (Bernstein, 20015).

The importance that new non-formal education cdseteand actors have
progressively gained over the years confers everatgr explanatory potential to
Bernstein’s model. However, before looking at nom¥fal adult education and training,
we will assess the contribution of two models toatus on the uses of knowledge in
schools, and that recognise the important roleciaffipedagogical discourse plays in
communicating a particular “officialised” versiom theoretical knowledge at the local
level.

Towards an active relation between actors and knowledge

The work of Perrenoud (1999) and Caria (2000, 2@d@yides a basis for identifying
the potential that exists for teachers, while utad@ng their professional activities, to
establish and maintain an active relationship witle knowledge they use. This
perspective permitted these authors to examine latlge recontextualisation in a new
context — that of reflection-in-action among praiesals.

Caria (2000, 2002) studied the contextual use dftrabt knowledge among
primary and junior school teachers. His broad aias o understand how they ‘use the
abstract knowledge that is transmitted to theneeiith initial higher education and/or in
their subsequent in-service training’ (Caria, 2002805). This knowledge consists of
‘written discourse of a scientific-ideological, entific-technical and philosophical-
ideological nature, the formal organisation of whimay relate to general questions,
thematic specialisation or problematisation, indrooherence, systematising and/or
validation of the development of the arguments aded’ (Caria, 2002, p. 806). The
author produced a typology of knowledge-uses, rapdrom the articulated use of
abstract and local knowledge, to the non-use ofratisknowledge when undertaking
specific actions.

Perrenoud (1999) analysed the professional practiceachers with a view to
understanding what resources they used when acimgparticular, in complex
circumstances and situations. He began with thematf competence, understood as
the correct mobilisation of diverse resources (idsig, though not necessarily, abstract
knowledge) in a given action. The relevance of #pproach to our own study is that it
allowed for the possibility of actors’ making conget use of theoretical knowledge,
which would only be possible if they were capalfieedlexive intermediation between
this knowledge and the practical situation confirmntthem, i.e. between theoretical
knowledge and their experiential knowledge. Pemeli® approach helps us to assess
the actors’ relations with knowledge in terms af social and creative use, rather than
merely its applicative mobilisation. Moreover, Isigecific concept of competence also
helps us to understand if, how, when and in whiahtiqular practices educational
agents establish a more active relationship withwkadge.
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Research methodology

The research reported on here was undertaken dratfie of an ethnographic study of a
team of adult education professionals in an Edaonaand Training Centre (ETC)
attached to a local development association (LDA) tihe north of Portugal.
Ethnography provides the means of understandingtrandlating “the other” (Geertz,
1983) and offers an appropriate strategy for carting what is said with what is done
(Silva, 2001). For these reasons, it was felt thet method was the most appropriate
for studying how, in reality, official pedagogidatowledge is used. Furthermore, it did
not require us to have recourse merely to the giciwn views and representations
regarding their use of discourse.

The choice of the LDA, and the corresponding ET@ adult education team was
the result of a three-phase process: (1) a surivalf the associations of this type active
in the north of Portugal was conducted; (2) an sssent was made of the extent of
each association’s involvement in adult educatemg (3) a representative case was
chosen for further in-depth study.

The unit of analysis consisted of a six-member teamdult education specialists
(of which 5 were female) between 25 and 45 yeads All had first degrees in either
education or sociology, and varying periods of essfonal experience. The team’s
activities and the uses its members made of officiawledge as they carried out their
duties were systematically observed.

The ETC was visited three times a week over six thmnThe physical facilities
comprised a reception area, and offices and roased €or technical, administrative,
training, relaxation and other activities, thoudiservations were primarily made in the
main office. Information was collected by systematibservation over extended
periods, and through informal conversations witmemembers i.e. the data consisted
of what they said and did. All questions were pasecbntext i.e. based exclusively on
what had been directly heard and observed. Wrdtszuments were only examined if
team members had produced used or explicitly refieio them.

This strategy permitted — indeed demanded — theofis¢her techniques, such as
informal conversations and interviews, and docuargnénalysis. Thus, a combination
of distinct observation- and observer-based teclesqlay at the heart of the
ethnographic strategy adopted (Merriam & Simps@&89] Burgess, 1997).

All the information was recorded in the form ofléienotes in various locales, and
each day it was organised in a fieldwork diary untee following headings: (1)
descriptive notes, presenting what had been obdewleere and concerning whom; (2)
methodological notes, relating to the tools uséd, type and amount of information
gathered, with reflections on the relevance theeofagions; (3) empirico-theoretical
notes, reflecting an initial theoretical interpteda of the data.

The processing of the information was done in twages: (1) the first
interpretations of the data were made while we Isétl the ETC “under observation”,
allowing us to provide team members with the ihitiprovisional results of the
research; (2) later, with the fieldwork concludedbre detailed and in-depth analysis
was undertaken. The basic technique used to prdlcestata was triangulation, i.e. the
cross-referencing of (a) our own interpretationgshwtihe views expressed by team
members; and (b) of team member’'s written and dissdourse, content analysis being
applied to discourses of both varieties.

In the content analysis it was of fundamental ingrace the confrontation between
what we can consider the guiding hypotheses thsuiltexl, in essence, from the
literature review and the explanatory emerging hlypses that resulted from field
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observations. These last hypotheses made us loakefo theoretical insights in order
to better interpret the collected data. As such cibnfrontation between theory and field
data was a dynamic process and permanent proospsied by both the literature and
the fieldwork.

Official knowledge and pedagogical-professional recontextualisation

This section presents the results of the studyegins by conceptualising the activities
the adult education team undertook, and ends blysing precisely how team members
employ official knowledge.

A typology of team activities

We identified 5 types of activities: (1) technieativities connected with the diagnosis,
planning, conception, organisation, execution awndluation of adult educational

initiatives; (2) coordination of the team, and ongation and evaluation of its work; (3)
management activities related either to the physitaterial, human and financial

resources deployed in the ETC; (4) directive (ariglen-making) activities, associated
with actions/initiatives requiring a formal comm#mt by the ETC; and (5) “other”

activities not directly related to adult educatideam members’ involvement is quite
distinct in each of the above types of activity.

The adult education team’s activities can also &egorised according to three
distinct time-scales: (1) the cycle of day-to-dayhaties involving the organisation,
implementation and evaluation of adult educatiatatives, along with the associated
managerial, team-coordination and directive fumgjq2) the annual cycle of activities
focussing on the evaluation of past initiatives ateé diagnosis, planning and
conception of future adult education initiativeedg3) a highly variable cycle of work
that corresponds to the “other” above-mentioneuvidies.

The field of official recontextualisation

The work context observed in this study has twdkisy characteristics that both
connect and regulate the types of activities uatert by the team: (1) the extent of the
normative dimension of education in general; andl {2 specific institutional
framework in which adult education functions. Theg®aracteristics constitute an
essential basis for addressing the question ofdféeial knowledge is used.

In reality, apart from the normativity of what teamembers do, there exist
informational structures that mark out the typeadfilt education provided. In other
words, from the very beginning, the philosophy updeing the activities to be
undertaken is defined by the structure that Benmgt990, 1996) refers to as the field
of recontextualisation of official pedagogical discse. The field of recontextualisation
is delineated by the sphere of influence of officitom the government departments
directly responsible for adult education, namely Directorate General for Vocational
Training (DGFV), the Institute for Training Innovan (INOFOR), the Portuguese
Institute for Employment and Professional Train{lgFP), and staff from the nation-
wide Operational Programme for Employment, Trainiawgd Social Development
(POEFDS). Recontextualisation takes place in tlmeganisations i.e. knowledge that
has been generated in the field of production (e.researchers, experts, etc.) is
transformed into official pedagogical knowledge aminmunicated down to the local
level, using official pedagogical discourse.
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Concrete examples of Bernstein’s field of recontaeksation of official discourse
include: (a) the way in which certain aspects afiladducation and training courses
(e.g. teaching loads, module content) are prewodsfined and predetermined; (b) the
philosophy and methodologies underpinning the fraork documentation adult
education professionals receive from the officiatlies responsible for their activities,
and (c) in the forms that team members habitualtyraquired to use. The RVC (Skill
Validation & Certification) documentation used toomitor and validate the
competences trainees acquire over the course wfddweers provides a good example
of the latter manifestation of the recontextual®atprocess. It is this type of
documentation (forms, records, etc.) that AppleB@,4993) calls texts.

The main activities of the team are situated witlBernstein’s sphere of
reproduction of official pedagogical discourse, amd bounded by the corresponding
recontextualisation field, which in turn prescribtbe “what” and the “how” of the
knowledge that is generated in the field of proguctFrom a Bernsteinian viewpoint,
the adult education staff reproduces the discoilnatehas already been recontextualised
in the intermediary field that separates the préidacof official knowledge from its
reproduction.

Though the recontextualisation field presupposesather rigid and hierarchical
relationship between adult education practice difidial pedagogical discourse, with
team members merely reproducing official discoursight there be more to their role
in determining the relationship they establish with official knowledge on which this
discourse is based? Despite the government camitrtble activities of adult education
professionals, do they have any space for autonomich to make alternative use of
official knowledge, as in Bernstein’s (1990, 1986hcept of room for manoeuvre?

Forms and uses of official knowledge
The official pedagogical knowledge employed by adducation staff takes three forms
— conceptual, philosophical and procedural (Loore2009):

1. Conceptual knowledge refers to “what is”, providimdgramework of concepts
(e.g. evaluation, partnership, trainer, diagnostgpologies (e.g. of adult
education), and phenomena/categories whose comtgyariinence is typically
communicated in statistical form (e.g. data oneithcy rates). Thus the purpose
of this type of knowledge is to define and classify

2. Philosophical knowledge refers to the general jples that underpin a
theoretical model, on the basis of which particidations may be justified
and/or legitimised. In adult education, the philgsical knowledge in question
is that deployed through the EFA (the national Adtdlucation & Training
model) which, in certifying both vocational traigirand equivalence between
informally- and formally-acquired competences, stgeadult education with a
quite specific meaning. Thus the purpose of thigetpf knowledge is to
legitimise actions.

3. Procedural knowledge is used to define an actiahithto be taken, indicating
how, when and through which instruments given dhjes are to be achieved.
It is therefore used to prescribe and regulateiBpections, and often is to be
found in documentation providing guidelines for tgadar actions or
initiatives.

Members of the adult education team were found ge all three types of official
knowledge in practically all their activities, rang from the most routine to the most



Between external prescription and local practice [73]

complex of tasks, though the procedural form isdut® more than others. This
contradicts the notion that professional practgisnonly use implicit knowledge when
dealing with difficult situations. Moreover, teamembers use official knowledge with
different aims in mind: (a) planning a given setaations (using the procedural and
conceptual forms); (b) undertaking planned acti@rawing on the same two forms);
(c) legitimising past or planned actions, and/atifyying changes to them (deploying all
three forms); and (d) describing/explaining actitaisen (applying the procedural and
conceptual forms).

While the above analysis provided some clues tautfes team members make of
the knowledge emanating from the field where ddfidinowledge is recontextualised,
we needed further clarification of whether offickalowledge is, in fact, transformed in
some way when it is put into practice i.e. do alt@ns occur in the purposes of official
knowledge and/or its specific content (understoedh& features that distinguish each
of its three forms) as it passes from the recontdidation field to that of adult
education practice?

At first sight, it seems that there is only onerogfuctive use of official knowledge,
l.e. where it is drawn on by practitioners in psety the form in which it manifests
itself in the recontextualisation field, i.e. whérés merely applied, without there being
any change in its purposes or content. Howevem t@@mbers made reproductive use
of all three forms of official knowledge: conceptéaowledge was applied in this way
when, for example, they used educational and trgitypologies (supplied from above)
to classify the type of initiatives and actionsythveere undertaking, or when they were
preparing documents that responded to externatutishal imperatives (e.g. when the
ETC was applying for accreditation as a providemlagbarticular type of training). In
these cases, neither the purpose nor content icfabfknowledge were transformed as
they were being applied, team members acceptingdbessity of the classificatory and
definitional aims contained in the documents omgjimg in the recontextualisation field.

The reproductive use of procedural knowledge wasbh in many procedures
team members followed in which there was no transétion of the purposes or
content of official guidelines. For example, whéeyt (a) prepared documents relating
to the planning of a specific course, based onptieeedural guidelines of the specific
government training programmes involved; (b) creatssiers containing all the
technical and pedagogical details of a particulaurse (based on the guidelines
provided by the same entity); (c) wrote the minudésneetings of Adult Education &
Training (EFA) teaching teams; or (d) filled in fes relating to the work and
performance of EFA trainees. Thus, neither are pghgoses of official procedural
knowledge altered as team members undertake thé&esd nor is the corresponding
content transformed, because they dictate the amdehich things are to be done, how
actions are to be executed, as well as providirg ittstruments that provide a
framework for ensuring that what was intended rsied out.

The following reflection, proffered by a female mgen of the team with regard to
the technical-pedagogical dossiers of specifiaing courses, illustrates the procedural
form taken by official knowledge:

... I'm organising the technical-pedagogical dos$irone of our courses ... We are
obliged to do this; there are POEFDS guidelines tfun internet] for how to compile
these dossiers, and it's those that we follow ...

Reproductive use of the philosophical form of a#ficknowledge was also readily
identifiable. For example, when one member of #ant was explaining to a trainer
what the RVC was and how EFA course curricula waganised, she picked up an
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official document, and read out to him the prinegolunderlying the key competences
the training was intended to impart, in order tetify the type of actions he was to
undertake.

While the existence of widespread reproductive afsefficial knowledge cannot
be denied, a more detailed analysis of the dateatetl indicates that team members
also make recontextualising use of such knowleddtering at least one of the two
dimensions (either purpose and/or content) of fiieial knowledge coming from the
recontextualisation field. This type of use was enaisible where the knowledge
involved was most subject to official guidelinegmely procedural knowledge. We
were able to identify three distinct types of reeottualising use of official procedural
knowledge, essentially related to the outcome-tirug tools (or “texts”, to use
Apple’s terminology) provided for the guidance afiud education teams. These
tools/texts were subject to: (a) partial use; andl) re-sequenced use; and/or (c)
transformative use.

A good example of both partial and re-sequenced okéhese texts can be found
in the planning of the “Life Themes” component ¢fA-courses, in which at least one
broad theme (such as Culture) is integrated intoc@lirse modules. For planning
purposes, the DGFV provides four tools/texts toulsed in a predetermined order:
“Overall Design”, “Key Competences Management”,feLirfhemes”, and “Integrating
Activity” (Loureiro, 2009). The conversation belavecurred during the fieldwork (all
names are fictitious): while team members retam dhiginal purpose of the official
knowledge they are deploying, they transform itatent by dropping one of the four
tools/texts provided (“Key Competences Managemeatit) changing the sequence in
which they are applied (leaving “Overall Design'tillast).

Episode 1. Partial and re-sequenced use of todis/te

On her desk, Margarida has a pile of material glediby the DGFV for the preparation
of “Life Themes”, one of which must be incorporatetb each training course. After
leafing through the documents, she turns to Jamdeaaks for help.

Margarida: Jaime, do you understand all of this?

Jaime: Yes.

Margarida: So tell me... the trainers have to indidatre the “sub-themes” they're going
to use, don't they?

Jaime: Yes, there on the “Life Themes” form youget in your hand. Then put the
details of the corresponding activities on theé&grating Activity” form.

Margarida: And what about the “Overall Design” f&m

Jaime: Well, Joana, Silvia and | discussed thisdamumided not to fill in the form for the
whole course right at the beginning, as the DGFpeess us to do, but to do it bit by bit
instead.

Margarida: Joana, I'm sorry to interrupt you. Areuyapplying the “Overall Design”
form?

Joana: Well yes, we are using it. But we don't gpplo the whole course right at the
very beginning, as we were told to do in our tragnsessions. We're developing the
design as the course proceeds.
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Cristina: But when the local DGFV officer was hdre,told us to use all the forms, filling
in the “Overall Design” form first. So that’'s whiadlid.

Joana: Yes, | know that's what we were told, butreveot doing it in that order. And
we’re not using all the forms either. When theyaduce these new systems, it's only by
using the forms that you're able to figure out wieetthey work or not. And it turns out
that what we were told just isn't viable.

Margarida: Right, | see. So which forms are we gisind in what order?

Joana: Firstly, we never fill in_all these tablexhuse some of them duplicate the same
information. The “Overall Design” and the “Key Coatpnces” forms are very similar, as
you can see. So we don’t use the “Key Competerfoest at all.

Margarida: Yes, | see what you mean.

Joana: That's why we don’t use this one. In our tayay work, we use the “Life
Themes” form, where we include the sub-themes wich the life theme is to be
divided; and we use the “Integrating Activities'rfio, too. The work is done sub-theme
by sub-theme: for each sub-theme we devise andiatieg Activity”. So we fill in the
tables bit by bit. We only fill in the “Overall Dem” form at the end, once we've
completed all the sub-themes.

Margarida: I'm starting to understand now. It rgafiakes more sense this way.

Joana: In our initial training, we did an exeraisehow to fill in these forms. But here we
don’t follow that procedure exactly, because wensoealised that the forms weren’t
adapted to the type of situation we’re working @ur instructions were to fill in the

“Overall Design” form first. But this makes the wagrocess really inflexible, and if we
want the trainees to participate, and to contriboitgefining the themes, and to work well
on them, we thought it was better to work themah®me, rather than planning all the
“Life Themes” at the beginning.

Margarida: | think you were right.

Since one of the team members came to make repreelusse of official procedural
knowledge, while others did not, this episode shthas the recontextualisation process
IS neither even nor instantaneous, i.e. it doesiaoessarily incorporate everyone at the
same time. It is important to recognise that treomgextualisation that led to changes
being made at the local level involved team menil{ajscapacity to be selective in the
use of the tools/texts supplied by the governmerdids; (b) capability to adapt
tools/texts to the real-world circumstances in Whibey have to apply them; and (c)
capacity to apply critical and evaluative faculti@gawing on their individual and
collective know-how) as well as being able to ligise the use of such tools/texts in a
partial, re-sequenced or transformative manners he combination of these skills
makes it possible that changes in how the trainowses will be made. Also, since the
way in which the team arrived at this change inedlvrecontextualisation, the
subsequent description and explanation (by one raend another) of the new
procedure to be adopted should be seen as anahieat of the recontextualisation
process at the local level.

The documentation provided by state bodies in sudppb the RVC (Skill
Validation & Certification) process provides an ewae of a use of official knowledge
that transforms rather than merely reproduces tiwsviedge inherent in the tools/texts
involved. The following excerpts from a further spile observed during the fieldwork
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illustrates how oral and/or written changes wereentp questions contained in these
tools/texts, and how questions that were not oalfyncontemplated in them were
included.

Episode 2. Transformative uses of tools/texts

When consulting the dossier of a particular EFArsepa researcher noticed that some of
the forms that were being used for the RVC proeeseg different from the official forms
he had analysed earlier. As Joana was responsibtéd training course in question, he
checked with her why these differences existed.

Researcher: Joana, this RVC dossier on the Gesatnurse contains forms that differ
from those used by the DGFV.

Joana: Yes, we made some changes to them becauses atarted to use them, we
realised this was necessary. Sometimes we add agémstions, and sometimes we
change the language to make it easier for traiteeesderstand.

Researcher: Exactly how are these changes made?

Joana: Changes to the Portuguese are made oraéiym wie have meetings with the
trainees. When we add questions aimed at collectioge data than the original
document contemplated, we ask trainees to makei@uslion the various forms they fill
in. For example, here on this “Participant Detagikeet, where they're asked to provide
data on their participation in social activitiese’'ve added a question asking them to
specify what form that participation takes.

Researcher: Yes, | noticed that.

Joana: The way the original form was organisednéss only put a cross in a box to

indicate if they had participated in any type ofagation. But that doesn't tell us very

much, so we put more specific oral questions tmees, and they write their answers
here in the space we’ve created. It's importanufto have more data on issues like this:
it'll help us to do a better evaluation of citizéips which is one of the key competences
we have to examine.

Researcher: So, basically, you've added this questtith a view to obtaining more
information?

Joana: Yes. In other situations, we write down tmltl questions in our notebooks and
get the answers in meetings with the trainee. Eh&éso to complement the information
we collect using the official forms. We do this base we’ve already seen that the forms
have certain shortcomings. On other occasionstiaddi questions can be put during the
RVC process itself. Since we’'ve concluded that diswiecessary to get more detailed
data, we also take advantage of informal convensstiwith the trainees to collect
information on certain issues. Basically, thesetheealterations we’'ve made to the tools
we’re provided with.

Researcher: Tell me something else. Do you evemputwvritten form, i.e. include in the
official RVC documents you prepare, the questidas you have only posed orally?

Joana: Sometimes we do. Not the corrections we nalklee Portuguese; but we have
written down the questions relating to the typepafticipation trainees have had in
associations. In fact, the question arose in d@esdth the trainees: we hadn't prepared
it in advance. That's how it normally happens: whar we find that a question is
pertinent to the work we’re doing, and that thewaers will help us achieve our aims, we
subsequently include it in the materials we use.
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Researcher: So there are questions that you hapaned in advance, and that are put to
trainees in your meetings with them, and there atifeers that just arise in your
conversations with them?

Joana: Yes. Also, there are issues that emergeofoubnversations here, amongst
ourselves, concerning the documentation we're usifig sometimes conclude that
what's on the forms doesn'’t go far enough, and salevelop complementary questions.
We always analyse the documentation in advance, ifamee feel that something’s
missing, we make the alterations we consider apjatep In the beginning, because we
lacked experience, we jotted down any doubts iotabook; later, if we found that they
were well-founded, we would alter the original metls. But now we don’t do it like
that. Now we analyse all the documentation firsteak whether any alterations are
necessary, if anything needs to be added, or ifdhmat of the document needs to be
altered and, if so, we make the changes immedijabelipre the RVC process begins, so
that right from the start we're using the materialtheir adapted form. The aim is always
to obtain more and better information.

Researcher: What are these adaptations based upon?

Joana: That varies. Sometimes they're based opwnrtraining and sometimes we refer
to books. But mostly we work as a team, so as thek wf applying the documentation
progresses, we are all learning how to identify emals that either aren’t sufficiently
well-adapted to the situation in which we have $e them, or that have gaps. But you
have to realise that we draw on our experience wiremake these alterations; when |
began here, | did everything exactly how | had beleown in my DGFV training. Once
I'd gained experience, | started to make alterat@md to introduce new things.

As in the case of Episode 1, this episode allowsousee how, in concrete activities,
official knowledge and contextual knowledge artatat it is this very articulation that
generates the recontextualised use of official kedge; and it is the contextual
knowledge that enables professionals to apply tbefrcal faculties to the official
knowledge contained in the tools/texts providedtbyg state bodies involved. The
critical analysis of RVC documentation was eitherfprmed in advance i.e. was based
upon a reflexive assessment of the activities totdden, or it was the result of
improvisation in which the alterations judged todmpropriate were made in the very
act of applying the tools/texts in question. Intboases, team members made use of
what Schon (1983) has referred to as “reflecticagtion”.

Episode 2 also demonstrates the crucial importaricexperience in the whole
process. Experience permitted team members to gonbdebeing mere appliers, and
become recontextualisers of official knowledgepwlhg them to fulfil tasks in a
different way, more in line with local condition8heir experience also gave them the
capacity to identify in advance the relevance okimg adjustments to the tools/texts
involved in their work.

Thus contextual knowledge provided the basis faeféexive exercise through
which team members were able to detect any dei@enn key documentation, and
assess the contribution that the respective abesat would make. Their
recontextualising use of official knowledge tookage in two distinct phases: (a)
experimentation i.e. the “trying out” of various difications to official knowledge;
where this yielded positive results, there was gbymainstreaming” of a specific
recontextualising use of official knowledge. Pratieg in this way is crucial to the
construction of contextual or local knowledge, irhigh official knowledge is
incorporated.
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In all the cases referred to above, the recontésaimn process is applied to the
content of official knowledge; as the adult edumatiprofessionals undertake their
activities, the purpose of official knowledge rensunaltered.

Conclusion

The results of this research demonstrate thatpossible, even where little structural
flexibility exists, for official knowledge (i.e. swurces and rules) to be used in
alternative ways. The adult education professiotiads constituted the focus of the
study not only made reproductive but also recontiging use of official knowledge,
and this was possible because of their abilityrtwwate official knowledge and their
own contextual knowledge. This capacity providegaclevidence of the existence of
what Bernstein (1990, 1996) called the “margin fmanoeuvre” — a limited space for
autonomy that the system either concedes to poawits, or that the latter creates and
secures in the course of their professional a@sjitand in which they may make
alternative use of texts (Apple, 1993). Put anottey, our conclusions support Schon’s
(1983) idea that when official knowledge is appliec specific and concrete context, it
is frequently subjected to a practical epistemoltgat works in the opposite direction
to that of technical rationality.

Based on the observations made and reported dmsratticle, we can conclude
that, in practice, contextual knowledge and offigiaowledge regularly interpenetrate
one another, and that if the latter is subjected tecontextualisation process, it comes
to form part of the former. This is how official é&wledge contributes to the
construction and reconstruction of a contextualvidedge that has relevance not only
for the locale in which adult education professlemneork, but also for the territory their
activities serve.

The fact that the professionals analysed in thidysare not mere appliers but also
recontextualisers of official knowledge, as wellbesng producers of local knowledge,
suggests that they have an active relation witl lodficial knowledge and contextual
knowledge, and that in their daily practice thewnypla reflexively mediating role
between structure (i.e. knowledge originating ia tfficial field of recontextualisation)
and the specificities of their own practice andtegtual knowledge. In this manner,
actors can be considered reproducers of struct@iedéns, 1984), though not
necessarily only reproducers, since they haveaeiffi room for manoeuvre to put to
alternative use the resources that are placedeat disposal and the rules that are
intended to govern their activities.

In spite of the limitations of our results, deriviedm the ethnographic nature of the
study and, particularly, of its validity to a spfecicontext, the research done provides a
contribution to a better understanding of the wsidt education professional make of
the official knowledge they deal with. Sociologi@proaches in general, as Giddens’
one (1984), or the sociology of education perspeatised in this research (for example
Bernstein, 1990, 1996) that notwithstanding thenmadive and hierarchical character of
its analysis - permits to reflect about the exiséenf room to manoeuvre for social
actors - are, in our perspective, a very relevaohtrdoution to a stronger
epistemological development of the field of adultieation.

In our view the problematic of professionalizatexmd professional development of
adult education workers should be analyzed thraegharch focusing on the uses these
actors make of the official knowledge structuritgit action, in their daily practice.
Besides other aspects or dimensions, these studiesshow that the degree of
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proximity between the educational programs andatielts’ needs and expectations
depends on the type of knowledge use. In fact, #tigly demonstrates that a
reproductive use of the official knowledge will te#o educational programs that are
more distant from the needs and interests of thecgent adults in adult education
programs.
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Abstract

In the 1970s, a radical adult education movementatin America, operating outside
the state and engaging in what it called ‘populatueation’, sparked world-wide

interest in its educational theory and practice. ®loecently, with a change in state
formations in Latin America, the movement has remw®red its potential relationship

with the state. Though Europe has its own histdrpapular education, some have
argued that advanced economies and welfare staiespted any strong independent
educational movement: today popular education isentikely to take place ‘within and

against’ the state, rather than outside it. Basaditerature review, personal interviews
and site visits, this article (a) discusses whatimglerstood by popular education (b)
outlines the development of popular education irtinLéAmerica, examining its

relationship with different types of state (c) adess differences between Latin
America and Europe and what, if anything, populdn@ators in the two regions might
learn from each other.

Keywords: popular education; radical education; social nmoset education; Latin
America

In the 1970s, the emergence of a radical adulta&thrc movement in Latin America,

operating outside the state and engaging in whedliéd ‘popular education’, sparked
world-wide interest among educators working foriglbochange. Consequently, the term
‘popular education’ became adopted, resurrecteth@easingly used throughout the
globe (Arnold & Burke, 1983; Crowther, Martin & Skha1999; Hunter, 2010). In

recent decades, however, changing patterns in $vateations in Latin America,

particularly from dictatorship to ‘democracy’, halegl to debates about whether or not
popular education should continue to remain aparhfor should now engage with the
state (Gadotti & Torres, 1992; Brandao, 2002; daz&p2004; Quintana, 2006/2008).
Similar issues have been discussed in Europe, théess urgently and against a
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different social and political background (Jacksd895; Allman, 1999; Crowther,
Galloway & Martin, 2005).

In trying to adapt aspects of Latin American popw@ducation to Europe, where
‘education’ and ‘state education’ are almost symooys, it is helpful to understand
how the independent popular education movementfagesl within different state
formations in Latin America. Conversely, as Latiméricans seek to engage with the
state, they may have lessons to learn from pomalacation in Europe. This article first
discusses what is understood by popular educatiuding how its theory and
practice is affected by different ideological ools. It then (a) outlines the
development of popular education in Latin Amerieaamining its relationship with
different types of state (b) considers differenoesveen Latin America and Europe and
what, if anything, popular educators in the twoioeg might learn from each other.

Understanding popular education

Globally, the meaning of ‘popular education’ hasie@ according to where, when and
by whom it has been cited. Braster (2011) and Tiaaaer (2011) analyse the term
historically; Steele (2007) charts a variety ofemmretations and practices in Europe,
from the middle ages onwards; the Popular Educdtiews (2011) provides links to
contemporary initiatives. In the 1970s and 198@wjrig been inspired by the ideas of
the Brazilian educationist Paulo Freire (1972/198893), when Latin Americans made
imaginative developments in theory and practicen@a2001; Carrillo, 2011) they
strongly influenced global approaches to populascation, albeit in some contexts
terms like ‘radical education’ or ‘education foamisformation’ retained more currency.

In Spanish and Portuguese, the lingua francas th LAamerica, the adjective
‘popular’ suggests belonging to ‘the people’, thajonity of a nation’s citizens who, in
Latin America, are normally poor. It carries coratains of social class and could often
be translated into English simply as ‘poor’ or “Wimg class’. ‘Educacion popular’
(Spanish) or ‘educacédo popular (Portuguese), ttmmmunicates the idea of an
education of and for ‘the people’ rather than thiée.eMore recently, as people
organised around issues like gender, human rights iaterculturalism, ‘popular’
stretched to include these initiatives too; sirfee mass of people involved come from
lower economic sectors anyway, however, class-bagadces generally still apply.

In Latin America, popular education is conceptwigis both a social movement
of educators and an educational philosophy-cumtigeac

...on the one hand it is a broad and open movemetit,avdegree of articulation and
organisation (such as CEAAL [the Latin American @cilifor Adult Education] ...and
other regional networks), while, on the othersitai particular brand of critical thinking.
(Zarco, 2001, p. 30)

In and outside Latin America, most definitions adpplar education now share a
number of characteristics (Kane, in press [A]) whisummarised briefly, are that in
popular education:

e All education is considered political in that iffdils to challenge social injustice
and inequality, by default it promotes it.

e There are different types of knowledge, engendelsd different social
circumstances, and education should consist oio'giee’ between them.
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e Education should encourage people to be authestigjécts’ of change, to think
critically and act for themselves, not follow leegle

» Exciting methodologies have been developed to Ipegd principles into practice
(Arnold & Burke, 1983; Bustillos & Vargas, 1993).ottever, while Freire
(1972/1985) criticised the ‘banking’ (‘knowledgemsfer’) approach to education
as elitist and dehumanising, the alternative issimoply a formulaic application of
learner-centred methods: these too can have reacyipurposes.

* The concern is to help groups, or movements, dolyg take action to try and
bring about social change.

« ‘Popular education’ refers to a generic practiceecmg a variety of social actors —
from peasants to factory workers, women to Indigsnoeople’s groups and so on
— and a variety of topics, whichever generate @sein bringing about change.

Having said that, contemporary definitions of p@putducation continue to vary and
none is definitive or absolute. Differences areeofsubtle, simply emphasising some
characteristics over others, and occasionally ssrioften reflecting attempts to co-opt
popular education for conservative ends (Carr, 1@80son, 1994).

Ideological variation in popular education

Despite a sizeable literature on its definitiorsggnt, and common ground over key
principles (Arnold & Burke, 1983; Martin, 1999; Kan 2001; Nufez, 2001,

Schugurensky, 2010), in both Latin America and parthere still remains variety in

how popular education is understood, conceptualhd how it is put into practice.

Reviewing one European event, von Kotze and Co@8$)0) were surprised that

the explicitly political and social purpose whictarhed the conference proposal and
which was restated unambiguously in the openingisesseemed to be interpreted in
such different ways. We were unsettled by the widege of conceptualisations of
popular education that emerged in some of the ptaens and papers. (pp. 22-23)

At heart, the issue seems less related to educatidomore to do with general political
or ideological outlook. Though a fundamental teoé&tpopular education is that it
cannot be politically neutral, that it sides witiet‘oppressed’ and promotes critical
thinking and ‘conscientisation’, in practice this understood in different ways. The
predominant ideological lens through which popw@ducators view the world may be
Marxist, social democrat, nationalist, feministligi®us, environmentalist and so on,
with many combinations and variations in-betweean& (2001) analyses ideological
differences among popular educators in Latin Anzeramd Scandrett (2001) and
Nicholas (2001) address similar issues in Scotland.

While no expression of popular education shouldttrympose an ideology on
learners, even if popular educators are exemplaactiioners, against ‘banking
education’ and competent in the use of educatiomethodologies, their ideological
orientation arguably affects their practice in thegeas.

First, while popular educators problematise issaéser than provide answers, the
problems they see and questions they ask inevisdyipg from their particular view of
the world. While the questions and problems to ddressed will not dictate what
people should think, they direct what people wdlthinkingabout The Masters course
| teach on popular education revolves around goestithink are important to address;
a different educator would probably ask differentestions, leading to different
discussions.
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Second, popular education is based odiaogue of knowledge§dialogo de
saberes: Ghiso, 1993) to which educators do andldlmontribute their own ideas.
How this affects the educational experience ofrlees depends on many factors — how
it resonates with their experience, the regard thaye for the educator — but their
ideological outlook inevitably enters the educagidolender.

Finally, popular educators regularly engage in joontural analysis’, reading
society to consider how, where and when they mighkimise their contribution to
change. Clearly influenced by their (or collectiyetheir movement or organisation’s)
ideological outlook, this analysis affects how th@ucators operate, including their
perceived relationship with the state. Social dewetor educators, for example, are
likely to see fewer problems working with the stétan their Marxist counterparts.

In discussing the relationship between popular atioc and the state, then, it is
important to recognise that while in theory thenpiples of popular education should be
universal, in practice, due to a range of ideolagjerspectives, there is no single,
homogenous popular education movement, in Latin Wgaer anywhere else, and this
ideological variation may influence the manner ihistr popular educators and social
movements engage with the state.

Popular education in Latin American states: from dictatorship to revolution

Before examining its interaction with different g of state, it is helpful to have an
overview of how the popular education movementdeagloped in Latin America.

Overview of the popular education movement

Though its roots have been traced back to EurodeatenFrench revolution (Puiggrés,
1994; Soethe, 1994), to early™6entury working class movements (Jara, 1994) and t
the Pervian thinker-activist José Mariategui (NOf&292), | would argue that the
contemporary popular education movement in LatineAioa has had five broad periods
of development. They offer a starting point for ersfanding the movement today,
albeit the divisions between them are blurred andestable.

Period 1 covers the late 1950s and 1960s, wheneFaad others were developing
new educational ideas in Brazil and the term ‘papwducation’ started to be used.
Period 2, the ‘boom’ period, covers the 1970s td 180s when, against a backdrop of
growing authoritarianism and economic hardship,isdomovements flourished and
attempted to bring about change through extragradintary activities. The movements
took the new ideas on education and radicalisedn tfigrther and when popular
education centres and networks began to appeany aocial movement in its own right
emerged. Marxism was particularly influential dgrithis period (Gutiérrez & Castillo,
1994; Nufez, 1992). Period 3 covers the mid 1980até 1990s, which saw a crisis in
popular education parallel to the general ‘crisisparadigms’ prevalent at the time
(Carrillo, 2010, p. 20) since, with the fall of tBerlin wall in 1989 and the defeat of the
Sandinista revolution in 1990, many concluded tin&t dream of large-scale social
change was over (Castafieda, 1994). From the |&@s1® early 2000s, Period 4 saw a
settling-down of the various debates and the emergef a wider range of activities
under the banner of popular education, some moeetlgwadical than others and now
with varying degrees of engagement with the sttte [atin American Council for
Adult Education [CEAAL], 2004).
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Finally, in Period 5, from the mid 2000s onwardsthwhe so-called ‘turn to the
left’ (Uggla, 2008, p. 9) in Latin American poliic particularly in Venezuela and
Bolivia, accompanied by the rhetoric, if not thdiwkry, of increasing participatory
democracy from below, state-led structural charsgeni the agenda again and popular
education has responded accordingly (Kane, in pfA$s But social movements
continue to be important in popular education aaches such as the Landless rural
Workers movement in Brazil or the Zapatistas in Mexconsciously developed into
full-blown learning organisations. The degree dicatation between social movements
and the state also varies (Zibechi, 2008), someirgghat the ‘dance’ between social
movements and the state currently determines tie d&di social change taking place in
Latin America (Dangl, 2010).

The way in which the popular education movemenukhcelate to the state, then,
has been a constant theme for discussion and, ionedly, fierce debate. The next
section examines how popular education — both imgeof a set of principles and a
social movement — has interacted with differentestarmations in Latin America.

Dictatorship

Historically, politically, geographically and cutally there are enormous variations
between and within countries in Latin America. Aecland Costello (1990) analyse
twelve popular education projects in different isgd, from Pinochet’s dictatorship in

Chile, to refugee camps in Honduras, social deneyciia Ecuador and revolution in

Nicaragua. At one extreme, clandestinely, in comamhdaundries, women in Chile

imaginatively used soap opera as a ‘generative ehémraise awareness. In the wake
of the Duvalier dictatorship in Haiti, | witnessdéwbw popular educators promoted
action-orientated discussions leading to great avgments in the quality of their lives

(Kane, 2001). Examples like these are inspiring simow that popular education can
take place in the worst of circumstances. Howaves, undeniably difficult to engage in

popular education in a dictatorship and the conseces, if things go wrong, are
potentially catastrophic. As Chomsky (2009) obsgrvéhere is a tendency to

underestimate the efficacy of violence. Quite oftesucceeds’ (“The long view”, para.

10).

/Viva La Revolucion!

At the other extreme there are ‘revolutionary’ esatvhere, in theory, some aims are
similar to those of popular education and theraukhbe harmony between the two. But
it is not straightforward. Cuba is the best-knovavalutionary state, still surviving
decades of US attempts to engineer its demise (Rum& Rumbaut, 2009). Its
achievements in literacy rates, higher educatide, dxpectancy and attainment of
Millennium Development Goals equal or surpass tludsauch richer countries (United
Nations Development Programme [UNDP], 2007; Gleng@@ll) and as in Europe,
‘education’ tends to mean ‘state education’. Asgopular education, in the 1970s and
1980s Cuba stood outside the Latin American movémenapproach to education
characteristically top-down as opposed to bottomdefi-wing ‘banking education’
rather than a ‘dialogue of knowledges’. The siatchanged from the late 1990s
onwards, CEAAL (the Latin American regional netwarfkpopular educators) now has
a growing number of Cuban NGO affiliates (CEAAL,12) and state educators also
participate in Latin American popular educationr@ge During the ‘crisis of paradigms’
in Latin America, some saw the new injection of Gulradicalism as a refreshingly
positive development (Ponce, 1999). In many respewbwever, Cuba remains an
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authoritarian state and popular education doessitoeasily within an educational
culture often seeking to promote governmental polibowever egalitarian and
enlightened, rather than independent autonomousments. At a popular education
event | attended in Brazil, when a Cuban state @&ducwas asked to evidence a
particular claim about Cuba, her proof was thatiéFisaid so’; opening the 2003 World
Education Forum in Porto Alegre — a spin-off frohe tWorld Social Forum — an
eloquent 11-year-old Cuban girl delivered a pasdmndetailed Marxist analysis of
global capitalism to some 80,000 participants.lti éd@comfortable at what must have
been the outcome of ‘banking education’ allied tandatic performance. In defence of
Cuban education, it has many achievements andriashqgiion of the revolution is
arguably an inevitable response to powerful attéckn outside. However, while
popular education has made inroads into Cuba, dessbetween mainstream and
popular educational still exist and are addressweti rasolved differently in different
micro contexts.

The Nicaraguan revolution, from the military vigt@f the Sandinista’s in 1979 till
their electoral defeat in 1990, is a different ca$ere was an experimental laboratory in
which the principles of popular education were @ity supported by the government:

to create a new nation we have to begin with arc&titbn that liberates people... Only in
that process can people fulfil their human destaisy makers of history and commit
themselves to transforming that reality. (Ferna@iovdenal, minister in charge of the
literacy crusade, as cited in Miller, 1985, p. 113)

The revolutionary period was initiated with a pautducation literacy ‘crusade’. Over
40,000 urban students spread throughout the countrgngage in a ‘dialogue of
knowledges’ in which they taught literacy skillsdampesinosand learned about their
country’s social reality. For one literacy worker:

the Crusade was the best school, the best workshedest study circle we ever had.
Instead of being told about how the campesinos thative, we went to see it and
experience it for ourselves. (Oscar, brigadistatituto Nicarguense de Investigacion y
Educacion Popular [INIEP], 1995, p. 114)

After talking of the initial difficulties anotheragd ‘eventually it began to work. My
students learned to write the word machete andrh&dl how to use one’ (Rodriguez,
brigadista: Archer & Costello, 1990, p. 31).

It is difficult to gauge the impact of popular edtion at macro level with so many
variables involved. Despite governmental suppdngré were many obstacles to
promoting popular education, particularly the waaged from Honduras by the US-
funded ‘contra’ revolutionary army, specificallygating health workers and educators:
for the US, independent development in Nicaragua seen as thtreat of a good
example(Melrose, 1985). There was also internal oppasitiothe Revolution, resource
difficulties, a shortage of trained popular educstopoor infrastructure and the
shortcomings of the government itself (Arnove, 199dr the Sandinistas there existed
tension between promoting authentic popular edoigatrom below and trying to
persuade people to support Sandinismo, from above.

While Nicaragua indicates the limits facing poputaucation, it also showed that
much can be achieved in a revolutionary contexspide the difficulties (Carnoy &
Torres, 1990). Barndt (1991) discusses a rangaanesses and Arnove argued that as a
result of popular education ‘tens of thousandsref/pusly illiterate and poorly-skilled
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individuals are now playing important roles at lalels of the society, from co-op to
national legislative bodies’ (1986, p. 68).

Arguably, the greatest legacy of popular educatias its contribution to a culture
of participation which lasted long after the Samstas lost power. In fact, many
understood the Sandinista electoral defeat nothasdeath of a revolution but the
considered choice of a politically aware populad®waw this as the only way to stop
the war, as well as to register dissatisfactiorhvaspects of Sandinista government
(Harris, 1992; Gonzalez, 1990). Ironically, freetbmh the need to defend the
Sandinistas, many grassroots organisations - th@emn movement in particular —
became more protagonistic than before (Montend@®7; Stahler-Sholk, 1999).

Most recently, Venezuela’'s ‘Bolivarian revolutiors championed by an elected
government; it is not the outcome of a civil warwhich a ruling oligarchy was
deposed, though the internal opposition, suppobgdhe United States (Golinger,
2010), is also powerful. But there has been litdspossession of property,
entrepreneurs are welcomed into the governing ksiciparty, private media still
dominate communications and revolutionary postensdsside-by-side with adverts for
major multinationals. Rather than a head-on assauthe interests of the ruling class,
then, some describe this revolutionary strategyamsattempt to create a ‘parallel’
society from below, in which old dominant intereatfl eventually wither away (Vera-
Zavala, 2005).

More than any other government in Latin Americas thne talks the language of
participatory democracy, with ‘popular power’ catesied a ‘motor’ of the revolution
(Wilpert, 2007), enshrined at the highest leveMmistries of Popular Power. Some
debate whether this is a genuine commitment to Ipeppwer or simply a way for
president Chavez to strengthen his position, émjjsgrassroots support to subdue the
opposition, in the Latin American tradition of ‘pdist’ leadership (Denis, 2003;
Gonzalez, 2004; Petras, 2004; Gindin, 2004), budogs create a climate in which
popular education has an opportunity to flourishtsmle and inside the state. Visiting
Venezuela in December 2008, | saw an independeptil@o education movement
engage constructively with the state-owned Simoédrigoez Experimental University
to organise degree-level education in popular etutcéKane, 2010).

Aside from declared efforts to promote popular edion through initiatives like
Communal Councils (Bowman & Stone, 2006), the Ver&n government also hopes
that formal, state-run education will enhance tlivRrian revolution. With the new
constitution guaranteeing universal rights to higb@ucation, in 2002 the government
set up the Bolivarian University of Venezuela tal@ds the increasing demand for
places (Podur, 2004). But it was considered pathefrevolutionary project, with an
explicit remit to make higher education work foeeyone:

Traditional universities produce depoliticised sdionals who see themselves as using
technical skills but do not have any sense of $oesponsibility. We want to contribute
to the reconstruction of our society. We want teate professionals with a sense of
public service. (Castellano, as cited in Podur4200

The entrance mural says ‘Welcome to the Bolivaligmversity of Venezuela: 5 years
of emancipatory education’ and official politicatemts are advertised throughout the
campus. Most staff members have a picture of Chev@a in their office, usually one
of Chavez too. The University publishddheories in Latin American Emancipatory
Pedagogy: for a Popular and Socialist University thfe Venezuelan Revolution
(Damiani & Bolivar, 2007), an impressive collectiof original writings in radical
education from Latin America and beyond. In linghampopular education thinking,
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curriculums are designed to relate practice torfhemost teaching revolving around
community-based projects and forms of participatmiion research (Comision
Nacional del PNFE, 2006).

But the difficulties in promoting popular educatiatthin Venezuela are similar to
those of the Nicaraguan revolution. First, it i masy to operationalise a popular
education programme targeted at millions of peopleugh supportive, experienced
and competent popular educators, specialising lircwaticular areas, do not appear
overnight. Some university lecturers are esteentadeamics but ambivalent about the
social purpose underlying the revolution; otherg @&nthusiastic but with fewer
traditional academic credentials, like publicatioghers are both enthusiastic and
esteemed academically but remain wedded to a itvadit rather than a popular
education pedagogical approach.

Second, for the revolutionary government there textee same tension as in
Nicaragua between promoting development from belad trying to win support from
above. In the Bolivarian university, with the plogi space communicating
unquestioning support for Chavez, at a time wheneupporters of the ‘process’ were
concerned about its direction, it raised questiassto whether the university was
leaning towards spreading propaganda rather thamgiing popular education. Third,
not everyone will act according to the principlep@&used by the revolution; with a
history of institutionalised corruption, this is pgoblem in Venezuela and popular
education initiatives can be discredited due to tliéerent personal agendas of
opportunistic officials.

On the surface, then, revolutionary states createlimate in which popular
education can flourish, new initiatives can beddsand many positive outcomes are
achieved. On the negative side, there remain sogmif problems implementing popular
education on a large scale and what is meant tdhampening, in theory, is not
necessarily translated into practice.

‘Democracies’

In the middle lie the states described, to varyilegrees, as ‘democratic’, though the
adjective requires qualification. In the 1980s, wh&nited States support for
authoritarian governments in Latin America becambarassing, there was a move to
provide them with at least the appearance of demegcmwhile still trying to maintain
control. Parodying the so-called ‘low intensity’ maaged by the US against Central
America, some labelled these new states ‘low intygrdemocracies (Cendales, Posada
& Torres, 1996, p. 121). In the 1990s and 2000snesmf these states remained
authoritarian (Colombia, Haiti), while others movex reject the ‘neoliberal’ model
(Bolivia, Ecuador, Paraguay, in addition to Vendale

Even if nominally democratic, the power of thesatest to enact the will of its
people is tempered by the ‘dictatorship of the mtiriBetuto Fernandez, 1998, p. 75)
and their status as ‘third world’ countries, indebto first world creditors. World Bank
and International Monetary Fund ‘austerity packagese forced governments to cut
public spending, increase exports, privatise sesviand so on. The gradual (semi)
privatisation of services has also affected popatiucation: independent NGOs who
supported popular education, which was often @ilitié the state, were now tempted to
procure government funding, silencing themselvabénprocess (Petras, 1999).

So where states are formally democratic, the pactigr varied and constantly
changing, even within countries. From the late ¥986wards, the popular education
movement has generally tried to make its influeiettewithin the state. In certain times
and places, this has clearly been welcomed ané si@anisations have played an
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important role. A prime example has been local govent in Brazil. The Workers
Party, of which Freire was a founding member, wetsup in 1980, an umbrella group
of workers and social movements struggling to owere the dictatorship (Branford &
Kucinski, 1995). Initially, the party committed the values of participatory, not just
representative, democracy. When it won power in 8aalo, it appointed Freire
minister of education from 1989-1991. In Porto Akegt attempted to engage the city’s
inhabitants in the now famous exercise of ‘paratgpy budgeting’. The same council
set up and financed the first World Social Forund &s spin-off ‘World Education
Forum’, important gatherings for radical educafoosn around the world.

On the one hand then, in these various forms ofitalegh representative
democracy, opportunities could be exploited witiie state sector as spaces opened up
for increased participation by civil society. Orethther hand, limits were imposed on
what could be done, initiatives could be co-optagafrom radicalism and educators
faced the dilemma of where to prioritise their ef$p within autonomous movements,
its traditional ‘school’, or within the state. Faitp Verona (2008), an academic,
organiser of the Regional Popular Education Forun the West of S&o Paulo
(FREPOP) and a former Workers Party education menia the town of Lins, argues
that popular education cannot be properly done iwitthe state, even when
administrations are radical, and that it is impotrt® maintain and develop independent
popular education initiatives. The extent to whadpular education should engage with
the state, then, continues to be an important sulipe discussion in Latin America,
with no straightforward answers. In general, | khitne dominant position is that
articulated by Gadotti when he argued for socialemeents to have a foot inside the
state ‘but it has to be only one foot, inside. Hiker foot should be outside... The
negotiating strength of the movement within thet&Sttepends on its own capacity for
mobilisation outside it’ (Gadotti & Torres, 1992, 11).

Comparing popular education in Europe and Latin America

In mainstream Europe, states also have wide hestipicultural and economic variations
within and between them, particularly since theomporation of former Soviet Block
countries, where the former dominance of the statdd mean that ‘the phenomenon of
Community was erased from society’ (Nazaretyan,020The Role of the South
Caucus”, para. 1) or a history of resistance waspted into the new order (Ziéka,
Kowzan & Prusinowska, 2011). In this article, hoervanalysis is restricted to
European states sharing the characteristics ofivelya prosperous Western capitalist
democracies, albeit the current economic crisismae®me might soon be known as
‘formerly advanced economies’ (Hahnel, 2012, p3ja.

A first difference with Latin America is that in roln of Europe state education is
so widespread that by definition ‘education’ meatate education’. In Latin America,
state provision is variable and, where deficieopyar education can fill the vacuum,
particularly in basic education. In Europe, poputaiucation either complements or
competes with state education, on the outsidedrasmovements or on the inside, in a
struggle to promote its alternative philosophy prettice.

A second difference lies in the nature of socialvements. In the Europe of
wealthy economies and welfare states, theoristergy characterise social movements
as more middle-class than their Latin American texparts, concerned with deepening
democracy and improving the quality of life in aspmaterialist society, rather than
struggling for basic material needs (Foweraker,51%8llman, 1995; Radcliffe, 1999).
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‘New’ social movements around issues like gendérethnicity have also developed in
Latin America but these tend to overlap with cleased concerns. Caution is required
in generalising about social movements, howeved Bn both Europe and Latin
America exceptions to the rule are easily foundvéfoents also change constantly and
Della Porta and Diani observed in 2006 that in partworking-class action seems to
be back with a vengeance’ and ‘basic survival ggintd social entitlements seem to
play a more balanced role in contemporary mobilirest, alongside more post material
ones, related to quality of life, than was the ceséhe recent past’ (Della Porta &
Diani, 2006, p. vii). Today this is even more truath the rise of movements like the
‘indignados’ in Spain and Greece, combating unegmpknt and austerity in a way
reminiscent of so many throughout the ‘third worl@uziel, 2011).

Another difference is the extent to which an attted popular education
movement exists independently of the state. InnLatnerica it is a ‘broad and open
movement, with a degree of organisation and agtan’ (Zarco, 2001, p. 30). Steele
(2007) has systematised the history of popular &alutin Europe, though with various
interpretations of what the term means only what doasiders ‘radical popular
education’ relates to the Latin American equivale@bntemporary experiences of
popular education in Europe, particularly Germangye recently examined in Essen
(Essen Conference, 2009); in Spain, the south hashnmn common with Latin
America, including regular exchanges of experief#dario, Sanchez & Herrera, 1998)
and a number of popular education movements haea becumented in Cataluia
(Puigvert & Valls, 2005); Guimaraes and Sancho §0flve an honest assessment of
the ebb and flow of popular education in Portugtrain Malta, Mayo and others make
prolific contributions to the literature on popukducation (Mayo & Borg, 2007); in the
UK Grayson (2005) analyses education in the Britestants movement and a range of
initiatives have been documented in Scotland (Cmewtet al., 1999). Finally, the
Popular Education Network for academics, startethenlate 1990s, has succeeded in
forging lasting European-wide (and global) collaimn amongst its members
(Crowther et al., 2005).

But do these and other activities constitute a fopeducation movement? On the
one hand, much seems to be happening in the fieddwt education for social change,
probably more than is known. On the other hand,etkttent to which these examples
relate to an articulated theory of ‘popular’ edimatappears variable. Sometimes the
educational aspect of a struggle is consciouslerstdod as popular education by those
involved; sometimes a different qualifier might §ppsuch as radical education or,
returning to the discussion on ideology, workersmihist or environmentalist
education. Sometimes it may be thought of simplyth&sinformal education people
acquire in action, which others then categoris@@sular education. While the same
points could be made about Latin America, in gdrtbaexplicit link to the concept of
popular education seems much stronger in Latin Agaethan in Europe, further
enhanced by its association with Paulo Freire:urofe the term ‘popular education’ is
not quite as popular!

Independently of their allegiance to the term ‘dap@ducation’, is there a degree
of conscious ‘organisation and articulation’ whibhings these different, alternative
experiences together? While the picture variessscamuntries, outside the state, at
least, such organisation seems significantly weakdfurope than in Latin America,
though given the different context, with the gregteevalence of the European state in
the provision of services, of which adult educatisrone, this is hardly surprising. In
the UK, alternative education movements were stiantpe past but are weaker now,
despite attempts to resurrect the tradition (B&maw & Thomson, 2000).
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While | generally find that in terms of educatiomactice and the organisation of
independent popular education initiatives, theiegtedge nature of popular education
in Latin America has much to teach Europeans, peihaps in the relationship popular
education has with the state that Europe has lessoaffer Latin America. In Europe
Steele argues that ‘the functionalist and vocatish@olicy of much state-sponsored
adult education has evacuated it of meaningfulqueis cultural development or radical
social purpose’ (Steele, 2010, p. 120); for Fragasd Guimardes, with particular
reference to Portugal, ‘EU programmes have madeeny difficult for CSOs [civil
society organisations] to escape national state@oiThis situation impedes innovative
and alternative attempts to promote social ematiopaFragoso & Guimaraes, 2010,
p. 17).

In the UK, as early as 1909, there were heated tdgbaithin and between
organisations such as the Workers Education Associand the Plebs League over the
extent to which Independent Working Class Educatounld exist if beholden to
government funding (Fieldhouse, 2000; Mcllroy, 200@Vhile sporadic radical
practices managed to survive, in accepting fundiage is little doubt the WEA was
deliberately and consciously co-opted into thetsliof social democracy and stripped
of its radical credentials:

this was recognised very clearly by the Conseredtiresident of the Board of Education,

Lord Eustace Percy, when he defended the adultatidncgrants to the WEA...against

Treasury scepticism in 1925, because in his vieMd®000 spent annually on this kind of

work, properly controlled, would be about the beslice expenditure we could indulge

in’ as a protection against socialist ideas beipgead abroad by such bodies as the
National Council for Labour Colleges. (Fieldhoug@Q0, p. 176)

Steele concludes that today

the WEA and similar voluntary movements like theu&tinavian folk high schools are
still active and offer potential. However, the fimgl restrictions which limit so much of
their valuable activity to social first-aiding ahacational’ preparation — or ‘training’ —
may not permit the kind of radical or liberatorylifos enjoyed by Latin American
movements. (Steele, 2010, pp. 122-123)

In 1990s Scotland the anti-poll tax movement, oftedited with causing the downfall
of the Thatcher government, bore some resemblanaelitin American style popular
movement. Local government, responsible for calecthe tax, simultaneously funded
Community Education, including some projects purguia ‘Freirian’ approach
(Kirkwood & Kirkwood, 1989). But educators in thogmojects felt unable to work with
the anti-poll tax movement in case their fundingswathdrawn. In Latin America, it is
precisely those sorts of movements popular edutatemtres would work with as a
priority.

Popular education is linked to action, another arkare states are likely to impose
limits. In the UK, the belief that the Irag ‘warf 8003 was about imperialism and oil,
not weapons of mass destruction, led to the large$tical demonstrations in UK
history. Yet young people attending school were altdwed to participate in them,
even when old enough to leave education altogeffeachers blockaded the gates of
my local school and 17 year-old pupils who insistedleaving to demonstrate were
threatened with suspension. As professionals, &gachvere expected to appear
politically ‘neutral’, the opposite of what populaducation stands for. Subsequently,
the ‘weapons-of-mass-destruction’ argument wasgnde be false: if formal education
cannot be linked to action even in the face of whany consider large-scale blatant



[92] Liam Kane

injustice, committed by their own elected governtm@viller, 2004), this puts the
strictest of limitations on the ability to engagepiopular education within the state. One
possible lesson is that where Latin American papethucators engage with the state,
they should do so with eyes wide open and simuttaslg be wary of giving up their
independence.

More positively, the state is also a ‘site of stlgj and astute, creative educators
will push the limits to the maximum. In the samedbschool, some pupils walked
through the teachers’ blockade and demonstratedschAbol the next day, several
teachers openly supported the pupils’ actions artthe end they were ‘spoken to’ but
not suspended. Recent research into the influeanepolitical activists in Scotland
encouragingly showed that formal education, andatbek of individual educators, had
generally been seen as contributing positively towadheir radicalism (Kane, In press
[B]). So a familiarity with the European experienmewidespread state-run education
may help alert Latin Americans to both the pitfaisl opportunities in trying to engage
in popular education within state structures.

Conclusion

At one level it is problematic to compare the rielaship between popular education
and the state in Latin America and Europe. Bothoregconsist of different countries,
each with its own particular historical, politicahd cultural variations. There are
differences within countries too and this diversitffects the way in which popular
education is expressed. Nothing is static, morecsed there is a constant dialectical
relationship between popular education and theestirt which it tries to intervene.

But it is possible to discern general patterns.oparhas a long history of popular
education outside the state though this has bemifisantly co-opted by the spread of
welfare states and mass education. Currently, therevarious attempts to maintain or
resurrect that tradition. In this they have takespiration from the recent past in Latin
America where the independent popular educationemewnt has been more visible and
organised, as well as having original contributigasoffer in terms of theory and
practice. In both regions there are infinite nurmsbeir groups involved in processes of
informal education, a by-product of their strugfpe social change, who are potential
beneficiaries of a strong, independent popular &idic movement. In Europe,
characteristically, attempts to promote popularcation are more commonly located
‘within and against’ the state, and that is nowdmeimg common practice in Latin
America too. There remain substantial contextui¢iinces between the two regions -
greater degrees of poverty in Latin America, itsitoaiing struggle against neo-
colonialism — and these influence the shape of laopducation. At the current time,
however, in Europe and Latin America the relatigmdietween popular education and
the state is more similar than ever before.
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