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..."participant observation, and the methods under ils
aegls, dlsplay a tendency towards naturalism and
therefore to conservatism....8till we cannot invent &
form out of Its time....The e’ nographlc account, for
all its faults, records a critical leve' of expecrience
and through its very blases Insists on « level oi human
agency which Is persistently overlooked or
denled..."(Willls, 1977, p. 194>

A reascsessment of dominant Ideas and methodologies |is
currently underway In {he soclal sclences. Geertz’s (1983)
phrase "blurred genres" has characterized the fluid borrowing
that has occurred across disclplines. The politlical and
intellectual ferment of the 1960°s challenged the grand theories
and methodological orthodoxy of a previous generation. In
sociclogy the Parsonian notions of function and system
equllibrium have been viewed by many as ivoo ahistorical and

apolitical to do Justice to the richness and diversity of social

life. In anthropology, analyslis shifted -way from taxonomic
descriptions of behavior and social structure toward thicg
descriptlons 'and lInterpretations of symbol and meaning. And
everywhere research methods tied to the assumptions ¢f a
posltivism borrowed from the natural sclences re increasingly
viewed as lIncapable of provliding conceptually - phistlcated

accounts of soclal reality.
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In most accounts by historians of science, a new paradlgm
challenges the dominant paradigm In the fleld. What
characterizes the present postposlitivist world of the soclal
sclences is a contlnued attack on positivlism with no clearly
worked out alternatlive. Wlithin dlsclplines and fields generally,
broad paradlgms and grand theories are increasingly found lacking
in their ablllty to provlde guldance in asking and answering
persistent and seemlngiy Intractable social questlions. In
periods when grand theories are in disarray, attentlon turns to
eristemologlical lssues and modes of representatlon. +:ccording to
Marcus & Flscher (1936), "the most lnterestling theoretlcal
debates In a number of flelds have shifted from the level of
substantlve theoretical lssues to the level of method, to
problems of eplstemology, Interpretatlion, and dlscursive forms of
representation themselves" (p. 9>. Thus, the cucrent situation
though chaotic, Is alsc full of opportunity. Current theoretical
and methodologlcal dissatisfactlion has led to a resurgence of
interest in Intellectual tradltlons such as phenomenology,
hermeneutics, feminism and Marxism. Critlcal ethnoy.cpyhy as a
form of represention and Interpretation of social reallty is one
of the many methodologlcal experiments that have grown out of the
ferment.

This paper wlll trace the development of critical
ethnography in the field of education, discuss the central

eplstemologlcal and methodologlica! Issues that the practice of
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critical ethnography has ralsed, and descrllbe some of the

directlions It appears to be taking.

Critical Ethnoaraphy and Educaiion

In the fleld ot education, critlcal ethnography ls the
result of the convergence of two largely independent trends in
epistemology and social theory. The epistemologlcal movement was
the result of a shift In research paradlgms withln the flzld of
educatlion which reflected an attempt "break out cf the
conceptual cul-de-sac of quantltatlive methods" (Rist, 1980, p. 8>
Of all the qualltatlive research traditions available, ethnography
has most captured the lmaglination of researchers In the fleld of
educatlon (Atklnson, Delamont, & Hammersley, 1988:; Jacob, 1987,
Wolcott, 1985, Although ethnographies of schoollng have been
dene by a small aroup of anthropologists for some time, the
ethnography "movement" began In the fleld of educatlion during the
late 1960“s and early 1970“s. The works of Cusick (1973}, Henry
(1963), Jackson (1968>, 0Ogbu (1974>, Rlst (1973), Smith &
Geoffrey (1968>, Smith 8 Keith (1971>, Wolcott (1973>, and others
provided exanples of the genre that others would later emulate.

Crltical ethnography owes a great debt to interpretive
movements in the flelds of anthropology and sociology.

Influenced by phenomenology, structural!ism, semiotlcs,

hermeneutics, and llngulstics, Interpretive ethnographers in




anthropology raised furndamental questions about both the practice
of ethnography and the nature of culture. Tracling their llineage
to Malinowski’s (1922) concern with "the native’s poinl of view",
they engaged In discusslions of the nature of "local kncwledge"
and viewed social life as consisting of negotiated meanings
(Geertz, 1973, 1983). While interpretivists in anthropology were
shifting their attentlon from the functionalist notions of
systems malntenance and equlllibrium to what Geertz (19835 calls
“the analyslis of symbol systems" (p. 34>, qualltatlve
soclologlsts were mountling an eplstemological attack on the
pervaslveness of posltlvist assumptlons in thelr fleld. In
soclology the traditions of symbollc Interactionism and
ethnomethodology provided legitimation for ethnographic methods.
Both Interactlonlsts and ethnomethodologlists were concerned wlth
social Interactlon as a means of negotlating meanings in context.
The result of the interpretivist movements In both disclplines
was to highlight the Importance of symbollc action and "to place
human actors and and their interpretive and negotlating
capaclties at the centre of analysis" (Angus, 1986a, p. 61)

At the same timc that the ethnography "movement" was
beginning in educatlon, "Neo-Marxlst" and feminist sociai
theorists In other dlscipllnes were producing works that soon
would make thelr way Into Amerlcan educational dlscourse.
(Althusser, 1971; Bernsteln, 1971; Bourdieu 8 Passeron, 1977;
Braverman, 1974; Chodorow, 1978; de Beauvolr, 1953; Foucault,

1972; Frelre, 1970; Genovese, 1970; Glddens, 1976: Gramsci, 1971
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Cappearance in Engllsh of selected works); Halbermas. [(975;
Horkhelmer, 1972; Jameson, 1971; Lacan, 1977; Lukacs, 1971;
Marcuse, 1964; Mlllet, 1970; Oakley, 1972; Poulantzas, 1975;
Willlams, 1961; >. This *critical" tnrust would raise serious
questions about the role of schools In the soclal and cultural
reproduction of soclal classes, gender roles, and racial and
ethnic prejudice.

The Iinterpretivist‘s focus on human agency and local
knowledge appealed greatly to many neo-Maixlsts and teminists who
were trapped in the theoretical cul-du-sac of overdeterminism.
Analyses of economic and patrliarchal determinism were
Increasingly viewed as ipadequate social explanations for
cersistent soclal class, race and gender lnequities. Bowles &
Gintis’ (1977) Impresslve structuralist account of the role ot
American schoolling in soclal reproduction ard the theoretical and
eplstemologlcal critique which followed It (Cohen & Rosenberg,
1977> accelerated the search for representations of soclal
reality capable of providing social explanations sensitive to the
Interactlon between human agency and soclal structure. The
British "new soclology" had already produced several prototypes
for a dialectical representation of social structure and.human
agency. (McRobble & Garber, 1975; Sharp and Green, 1975; Wlillis,
19775 Orthodox Marxlst notions of false consclousness and
ecomonic determinism had also long bean under attack by the
Frankfort School critical theorists, but the methodological

Implications of their critique were generally left unclear.
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Willls (1977) describes how ethnography provides a methodological

vehlcle for theoretlcal advances in Macrxism.

The @thnographlic account, without always knowlng how,
can allow a degree of the activity, creativity and
human agency within the object of study to come through
into the analysis and the reader’s experience. This iy
vital to my purposes where I view the cultural, not
simply as a set of transferred internal structures (as
in the usual notlons of soclalization) nor as the
passive result of the actlion of dominant ideology
downwards (as In certaln kinds of Marxlism), but at
least in part as the product of collective human praxls
(pp. 3-4).

Thus, ethnography allowed Willis to view the workling class
adolescents who were his cultural informants not as merely
victims of "false conscliousness", but as rational social actors
who understood or "penetrated" the structural constraints on
their soclal class, but who nevertheless through their very
refusal to play a "fixed" game, adopted tne attitudes that
condemned them to a life of factory labor. This emphasis or

human "agency" or "praxlis' is echoed by critical f2minists:

Insofar as a deterministic emphasls served to
underscore the larger structural factlicity of women s
oppression by demonstrating how women“s personalities,
ambitions, attitudes, behaviors and role acquisliticons
are products of patriarchal culture and patriarchal
Institutions, it was extremely slgnificant. )
Nonetheless, It Is now time to move beyond such models
to exploire more critically the relationship between
macrostructural condltions and the Immedlate, corncrete
realities which women and men create and share, albeit
differentially....A critical femlnism will attempt to
overcome the aforementioned Inadequacies of gender-rcle
research In two prlmary ways. Metatheoretlcally, It
will seek to eliminate assumptions of a micro-macro
duallsm In Its analysis of social arrangements and
soclal life by focusing analysis upon the
interpenetration of structure and c¢onsclousness in the
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sltuatlons and relatlionshlps of everyday llfe.
Epistemologlcally and methodologically, It will replace
the positlivistic methods of conventional sociology with
those of a critical ethnography which attemptis...tlo
probe the lived-realltles of human actors and the
conditions informing both the constructlon and possible
transformation of these reallitlies (Dilorlo, 1982, pp.
22-3).

As the decade of the 1980’s began, ethnographic methods, as
well as, critical theory and critical feminism were well

entrenched among a small segment of American educational

researchers. Their marriage tc many seemed, at once, both an
epistemological contradlictlon and an lnevitablllity.

Although still in its infancy, critical ethnography has been
used durlng the 1980“s In a number of educational subfields.

Although the list below is not exhaustive and includes only

. ~ -

critical ethnographles written in English, it represents the
outllne of a research program which explores schools as sites of
soclal and cultural reproduction mediated through human agency by

varlous forms of resistance and accommodation.

Student subcul tures: Aggleton, 1987; Aggleton & Whitty, 1985;
Brah & Mlinhas, 1985; Connell et al., 1982; Fine, 1986; Jenkins,

1983; McLaren, 1986: McLeod, 1986; 0Ogbu, 1983; Wels, 1985;

Willis, 1977.

Currlculum: Anyon, 1980; Bennett & Sola, 1985; Evechart, 1983;

Oakes, 19853 Sharp & Green, 1975.
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Administration and policy: Anderson, 1988, 1989; Angus, 1986b;
Fverhart, 1985.

r c ii: Bullough, Gitlin & Goldsteln, 1984; Ginsbury

8 Newman, 1985; Goodman. 1985; Kanpol, 1988.
Comparatjve FEducation: Wexler, 1?279.

Gender: Amos 8 Parmar, 1981; LEder 8 Parker, 1287; McRobbi. &
Garber, 1976; McRobble, 1978; Smith, 1987; Weiler. 1988;

Wilson, 1978.

Yocational Educatlien: Slmon, 1983; Valll, 1986.

Critical Ethnographv and the Issue of Validity

Educatlional researchers using qualltative methods have over
the yvears had to work hard to legitimate their methods to the
educat lonal research establlshment. The longstanding practlice of
ethnography In anthropology has provided many educational
researchers with a legitimate methodological traditlon.
Ironically, however, whlle anthropologlsts have been moving in
the direction of experlimenation with more "llterary" approaches
to ethnography (Clifford & Marcus, 1986), educational researchers
have been moving to systematlze ethnographlc reseacch In an
attempt to make 1t more sclientliflic (Goetz 8 LeCcmpte, 1981). The

elaborate data analyslis procedures of ethnographic semantics
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(Spradley, 1979, 1980) and microethnogrophy (Green 8 Wallet,
1981)> have been particularly popular In education since such
procedures provide a record of the decion-making process that
produced the final anaiysls. These procedures lend legitimacy
to thelr work and an air of validlty to their findings and
protect educatlional ethnographers from accusations of mere
'story-tellling".

Critlcal ethnographers are In a double bind. They are often
viewed with skeptlicism not only by the educational research
establishment, but also by fellow ethnographers who have taken
great care to builld procedures for "obJectivity" into thelr work
(See critique of Willis (1977> by Hammersley & Atkinson, 1983)
Critical ethnography Is, after all, what Lather (1986a) calls
"openly ldeologlcal research". The apparent contradiction of
such value-based research wlth traditional definitions of
validity leaves critical ethnography open to criticism from both
within and without the ethnographic tradition.

Of course, critical ethnographers engage Iin standard
practices assoclated with the validity of ethnographic research
such as trlangulation of data sources and methods and member
checklng. Nevertheless, thelir agenda of soclal critiqde, Ltheir
attempt to locate thelr respondents’ meanings In larger
Impersonal systems of political economy, and the resulting
conceptual "front-endedness" of much of thelr research ralses
valldity issues beyond those of mainstream naturalistic research.

The followlng discussion addresses these validity Issues by
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briefly exploring several key relationships of concern lo
critical e .hnographers: the relatlonship between theory and data,
between knowledge snd ideology, and between the researcher and
the researched. No attempt has been made Lo provide a complete
analysis of these Issues. For a more complete discussion see
Angus’(19863), Comstock (1982), Lather (1986a, 1986b>, Masemann
(1982), Reynolds (1980-81), Simon & Dippo (1986), Thomas (1983),

and West (1984).

Val idity represents a problem for critical ethnographers
because of the emancipatory goal of critical research.
Interpretivist researchers aim to generate insights, to explain
events, and to seek understanding. Critical ethnographers have
these same interpretivist aims, but with the ultimate goal of
freeing individuals from sour<es of domination and repression.
Critical ethnographers then serve the interests of those they
view as victims of exploitation, alienation, and arbitrary forms
of authorlty (Schroyer, 1970) and believe that interest-free
knowledge Is loglcally Impossible. They aruue thait the concepts
of "objectivity" and "nzutrality" in positivistic and most
naturalistic research often tend to legitimate ideology. by
treating it as objective knowledge. This controversy will be
explored below through an analysis of the relationships of theory

to data and knowledge to ideology in critical ethnography.

Theory and data. Because of thelr emancipatory goals, critical

ethnographers are often viewed as excessively "theory-driven".
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They have been accused of manipulating thelr data In the service }
of pre-formed theorles (Hammersley & Atklnson, 1983>. They tend i
to respond to this accusation by pointing out the close
dialectical relationship between theory and data,
"If the cannon of cri%icai research are to be taken
seriously, there lIs no sensible distinction between
theory and data - for the generation of data through
observation and participation iInvolves selectlion and
Interpretation that must reflect Judgements that are
theoretically basea." (Angus, 1986a, p.865)
According to critlcal ethnograpners, not only do decisions
during collectlon and Interpretation of data saturate 1t with the
researchers theoretical assumptions, but ‘he Informants~
perceptions of social reality are themselves theoretical
constructs. That Is, although the informant’s constructs are, to
use Geertz (1973) expresslon, more "experience-near" than the
regearcher’s, they are, themselves, [e-constructions of social
reallty. In spite of this refusal to elevate the informant’s
common sense perceptions of soclal reallty over the researcher’s
constructs, most crltlical ethnogruphers would agree that the
informant’s definition of sitvation is a better starting point
for analysis than the pet theorles of the researcher (See the
Ramsay (1983) - A.yon (i98F; exchange regarding this issQe).
interpretivists would have no quarrel wlth this view of
theory and data so far, but critical ethnographers go a step
further in claimlng that informant re-constructions are often

permeated with meanings that sustain powerlessness. They further

argue that people’s conscious models exist to perpetuate, not to
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explzin, scclal phenomenon. Thig view Is not l!mited to soclal
actors but Is also appriled to soclal sclence constructs.
Analytic categories commonly used to build theory In sociology
and anthropology, categories like "family", "property",
"stratification" "political", "economic", etc. "can be seen not
as concepts deslgned for the analytic descrlption of what
surrounds us, but as concepts which are themselves part of that
process which is the reproduction of our own soclal form"

(Barnett & Silverman, 1979, p.13).

Knowledae and Ideoloay. Barnett & Silverman (1979> claim that

analytic categories tnat are not viewed whollistlically bucome
ideological in that they lead to the reproductlon of a particular
gset of social relationshlps.
"In order to deal crltlically with our categories of
analysis, we must have an analyslis of them: an

analysis which, 1f It does not relate them to a world

larger than those categorles, can be accused of merely

participating In the reproduction of this soclal form"

(Barnett & S!lverman, 1979, P. 13).

Thus critical ethnographers in education do not take such
categorles as "glftedness", "drop outs", "management", "public
relations", "effective" schools or even "educatlion" at face
value. Rather, by placing them in a more whollstlc social
context, they are able to highlight thelr ideological aspects and

the interests that benefit from the malntenanve ol current

definitlions.
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For c¢ritical ethnograpbers whollsm lnvolves more than simply

documenting those outslde forces and macro-structural elements
that Implnge on the local cultural unit under analysls. A
critical whollsm recognlzes that,

"the ‘outslide forces’ are an Integral part of the

constructlon and constltutlion of the “inslide”, the

cultural unlt Itself, and must be so registered, even

at the most intimate levels of cultural process..."

(Marcus & Flscher, 1986, p. 77>
For the critical ethnographer the cultural construct’ an of
meaning Is Inherently a matter of political and economlc
interests. Acccrding to critical ethnographers it is in the
embededness of commonsense knowledge (and soclal sclence
knowledge as well) In polltical and economic interests that the
ideologlical nature of knowledge resides.

Some critlcal researchers go so far as to argue that the
enterprise of sclience Itself Is best geen as a soclally
constructed dlscourse that legitimates lts power by presentling

itself as truth (Aronowitz, 1988; Knorr-Cetina 8 Mulkey, 1983)

The eplistemologlcal consequences of such a view are provided by

Thompson (1984).

Hence the eplstemological problems ralsed by ithe
analysis of ldeology cannot be resolved hy a
presumptuous appeal to sclence, Including the “sclence’
of historical materlallsm. It Is my view that one can
progress with these problems only |f one ls prepared to
engage In a reflectlon of a genulnely eplstemological
sort, a reflectlon which is attuned to the gquestion of
critique and gulded by the concept of truth (p. 140).
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In the light of the close theory/data and knowledge/ideology

relatlonshipe and the Inabllity of "correct" sclentiflc methods

Thompson refers to becomes a key criteria of valildity In critlical

ethnography.

to guarantee "true" research outcomes, the kind of refiection
Reflexivity. For critical ethnographers the locus of validity in
research ls nelther the research technology and the "obJjectlive"
distance It provides nor the cultural informant’s meanings.
Extreme experlence-near and experlence-distant positlons are
eschewed for Interpretatlions capable of explorling the dlalectic
relatlonship between soclal structure and human agency.

Reflexivity In ethnographic research Is not new. In fact,
unless ethnography is viewed as mere naturallstic description,
the Issue of reflexlvity lIs at the center qf any dlscussion of

ethnographlc method. Most discussions of reflexivitly Include

Strauss) and the effects of the rescarcher’s presence on the data
collected (Hammersley & Atklnson, 1983; Lincoln & Gubad. The
critical ethnographer additionally attempts to Integrate and
systematize two other forms of reflectlon - self-reflection, ie.
reflection on tne researcher’s biases, and reflection on the
dialectical relationshlp between structural and historlical forces
and human agency. Reflexlvity In critlical ethnogravhy then
involves a dlalectlcal process amcng five areas: 1. the

regsearcher’g ronstructs, 2. the Informants’ commonsense
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constructs, 3. the research data, 4. the researcher’s personal
blases, and 5. the structural and hlstorical forces that informed
the soclal construction under study.

Some progress has been made in exploring methods that
promotz the kind of reflexivity required of the critical
ethnographer. Collaborative and actlion research methods (Brown &
Tandon, 1983; Carr & Kemmis, 1983)> and the negotlation ot
research outcomes between the researcher and the researched
(Anderson & Kelley, 1987; Kushner & Norrieg, 1980-&1)> provide a
start In the systemlization of reflexlvity among researchers and
their Informants. Self-reflexivity has traditionally been
encouraged through the additlon of "personal notes' In field
notebooks and the use of reflexive Journals (Lincoln & Guba,
1984) However, the potentlial of systematlc self-reflexivity In
critical research has vet to be explored in depth (Reinhartz,
1983). Successful methods that lncorporate structural and
historical forces In reality congstruction at the micro level have
vet to be described In any detall. Perhaps the mest promising
methods are those that seek the manifestations of power and
domination In the hidden "deep structures" of soclal reallty
(Clegg, 1979; Glddens, 1979; Lukes, 1974). Lather (1936b) summns
up the tenslon that a value- and theory-driven critical

ethnography must resolve.

Building empirically.grounded theory requires a
reciprocal relationshlp between data and theory. Data
must be allowed to generate propositions in a
dialectical manner that permits use of a priori
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theoretica{ frameworks, but which keeps a particular
framework from becoming the contalner into whlch Lhe
data must be poured. (p. 267>

Criticisms and New Directjions

The purpose cf the following section 1s not so much to
reveal the shortcomings of critical ethnography as Lo
indicate directions critical ethnographers appear (o be
taking and to suggest new directions. Iron}cally, desplte

critical ethnography's commitment to wholistic social

~analysls, ltas accounts have been criticised for existing

outslde the flow of history and for neglecting
microethnographic analysis of social dliscourse (Wexler,
1987). Because critizal ethnography Is still in its
infancy as a genre of soclal analysis gsuch uneven uarowth

should not be surprising.

Historilcity and Locug of Apalvsis

Wexler (1987) sees a majJor shift in U.S. social
ingtitutions that critical ethnography, as It ls currently
practiced, is unable to capture. He argues that critical
ethr- araphlic accounts fall to focus on brovad social

transformatlons (e.g., post-industriallsm and
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post-structurallsm) and soclal movements, as well as,
"historically speclflic “local’ Instltutional
reorganizations" (p. 12). According to Wexler this Is, In
part, because of a division of labor that has developed
among academics who are increasingly speclalized and
compartmental ized across, as well as within, flelds and
disclpllines. It iIs also, In part, a result of the lack of a
senge of historlicity capable of analyzling broad shifts in
soclal Institutions. Crlitical ethnography, Wexler argues,
Ils ahlstorical In that its preoccupatlion with educatlon’s
role In social and culturgl reproduction keeps It from
analyzing much greater and broader changes in soclal and
cultural forms.

Similarly, Wexler <(1987) argues that the locus of
analyslis of critical ethnography Is too site-speciflic. 1In
splte of Its claim to whollism and lts rellance on abstract
soclal theorlies and categorlies such as "class" and "state",
critical ethnography "langulshes within the school
Institution, outside of social history" leading to the
; "omission of polltically Interested social analyses of the

Infrastructure of educatlion and of Its social institutional
dynamics" (Wexler, 1987, p. 55). Thus, critical

ethnogravhers are accused of lgnoring "questions of flnance,

political regulation, governance, organlzational dynamics,
and speciflc hlstorical, inter-institutlional relations"

i (We)(le[‘. 1987) P:SS).
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Wexler see¢s thls as more that simply a "levels of
analysls" lssue. Schools, he belleves, are no longer the
pr!mary educational Institutlions and, therefore, no longer
the primary locus of analysis. Rather at this historical

Juncture

the relation between mass dliscourse and individual
formation and motivation is the emergent educational
relation. Where the forces of production become
Informatlonal/communicational, semlotic, and Lhe
formation of the subject occurs slgnificantly through
mass discourse, then It is that relation which 1s the
educational one. The mass communications/individual
relation now already better exemplifies the educational
relation than does the school, which as we know it,
with all its structural imitations of industrial and,
later, corporate productive organization, is being
surpassed, as new modes of education develop (Wexler,
1987, p. 174).

Although he makes a general case for the lIncreased
appllication of methods of literary criticism to education-as
text, he offers a more speclflc methodological tool that might
help to alleviate the historlicity problem: the Increased use of

l1fe history methods. According to Wexler,

The practice of oral history counters the elite
assumption of the unreflected silence of ordinary
people and makes thelr self-representing expressions
authoritative. Where traditlional history plays a role
in soclal legitimation, the life history movement works
to disperse authority.... Life history research offers
as a model of soclal! relations in education not system
reproductlion and resistance, but hermeneutic
conversation. As research, it refuses to separate
research and practice. It aims to amplify the capacity
for lntentional and historical memory (p. 95).
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Not only Is oral hlstory offering a challenge "to the
accepted myths of hlstory, to the authorlitatlve judgement
Inherent In lts tradlition" (Thompson, 1978), bult It also
represents a longstanding methodologlical traditlion in the fleld
of anthropology. With few exceptions (see Wolcott, 1987>, life
hlstory methods have been lgnored by critical ethnographers.

Other attempts to contextualize data and empower intormant
understandings can be found In the use of iInformant "accounts"
(Gllbert & Abell, 1983) and "narratlives" (Mlischler, 1986).
Mlschler describes critlical research as lnvolving "critlcal
reflection on the assumptlons underlying one’s methods and
research practlces within a commitment to humane values" (p.
142)., For example, In his research on the doctor/patient
relatlonship hls particular Intent was to critique the medical
fleld’s blomedical modei and, by emphasizing the patient‘s
perspective, to promnte a more humane clinlcal practice.
Mischler belleves that most current research methods do not glve
voice to the concerns of soclal actors and the ways they
construct meaning. Wlth regard to research intervliewing, he
argues that resgsearchers have tended to code the responseg of
Informants as lf they exlisted Independent of the contexts that
produced them, and that instead of viewing the storles that
respondents tell about thelr experience as dlgressions from lhe
topic at hand, the researcher should, in fact, illic!{t such

gtorles with the Intent of submlitting them to close narrative
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analyslis in much the same way that a llterary critic inight

approach a text.

The effort to empower respondents and the study of
thelr responses as narratives are closely linked. They
are connected through the assumptlon...that one of the
significant ways through which Individuals make sense
of and glive neaning to thelr experlences is to orrganize
them In a nacrative form. As we shall see, varlous
attempts to restructure the Interviewee-interviewer
relatlionshlp so as to empower respondents are designed
to encourage them to find and speak in thelr own
"volces" (Mischler, 1986, p. 118)>.

Mlischler goes on to clte several examples of studies In
wnich respondents such as battered women, college students, and
flood victims were encouraged to become more actlive particlpants
In discourse with researchers, and further suggests a link to

soclal actlon.

There lIs, however, an additional Impllcatlion of

empowerment. Through thelr narratives people may be

moved bevond the text to the possibllities of action.

That Is, to be empowered is not only to speak in one‘s

own volce and to tell one“s own story, but to apply the

understandling arrived at to action In accord with one’s

own lInterests (p. 119).

Another attempt to empower the volce of informants and
restore Its historicity can be found In the work of Soviet
llterary critic, Mikhall Bakhtin. Quantz & 0‘Connor (1988, argue
cogently that through the concepts of "dialogue" and
"multivolicedness" Bakhtin provides a framework for examinlng

cultural continuity and change. According to Quantz & 0/Connor,

His (Bakhtin’s) ldeas show us that culture should be
seen as a collection of historlical events laden wlth a
range of possiblllities and shaped by the power
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regources of the indlviduals present...ln trying to
understand human behavior, we must be cognizanl that
gsome volces are legltimated by the community and,
thereiore, vocallzed, while others are nonlegitimated
and therefore, unspoken...Thus, the multiple voices
withln the individual and within the community struggle

to control the direction of the acceptable dialogue,

ldeologlical expresslions may ke reinforced,

reinterpreted, or relJected....By recognlizing and
recording the multiple volces occurring within
communities, we should be able to analyze the speciflc
factors which affect the formation In historical
situations of legitimated collusions and subsequent
social actlons (pp. 98-99),.

What makes the concepts of multlivoicedness and legitimated
and nonlegltimated volce so powerful is Bakhtin‘s view that
Inward speech which becomes outwardly vocallzed is probably that
which 1s most compatible with the soclally organlized ldeology.
Multiple volces within the individual and within the community
are In a constant struggle for legitimacy. Thus, nelther a
uniflied Individual nor a consensual society iIs possible since
both inward and outward speech [Is dlaloglcal and soclal.
Wexler’s appeal to life history method may, in fact, represent a

means of access to the informant’s Inner dlalogue.

"Critical Lingulstics”" and The Ethpoarapvhy of Commupnication

Although techniques of ethnomethodology and discourse
analysis as a crlthde of ldeology have been used'extensively by
critical feminists (Harding, 1987; Smith, 1987) and other soclal
theorists (Fowler & Kress, 1979; Kress & Hodge, 1979; Habermas,

1970) there has been little evidence In practice of a recognition
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by critical ethnographers In educatlion that languaye is a social
rhenomenon which ls enmeshed In relatlions ot power and procesgses |
of soclial change. This may e In part because critical ‘
ethnographers have tended to favor macro-analysls, lnsisting that i
the lack of a whollstlc approach to ethnography by
mlcro-ethnographers renders them incapable ot reveallng the
broader soclal'forces that Inform the llves of social actors In
speclflc gsoclal settlngs. They have further criticlzed
mlcro-ethnography for lts tendency "to dlrect the attention of
pollcy-makers toward personal change wlthout structural change"
(Ogbu, 1981, p. 13).

Although the attribution of methodoleogical "narrowness" to
mlcroethnography and discourse analysis may have been Justlfied
at one time, thls no longer seems to be the case. Theoretlcal
advances in both multllevel analysls (Knorr-Cetina & Cicourel,
1981) and dlscourse analysls (Thompson, 1984) make a critical
approach to communicatlon, both at the level of social

\

Interaction and mass communlicatlon, not only plausible, but

Imperatlve. As Thompson, (1984 points out, a longatanding

Interest among dlscourse analyste le that of

the relatlons between llnoulstic and non-lipgulstic
actlvlity., Traditionally such an lnterest was expressed
in cerms of the links between language and perceptlon,
language and thought, language and culture; but In
recent years, discourse analysts have pald lncreaslng
attention to the ways In which language ls used In
speclflc soclal contexts and thereby Serves as® a medium
of power and control. It Is this increasingly
soclologlcal turn whlch has rendered dlscourse analysis
relevant to, though by no means neatly Integrated with,
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some of the principal tasks iIn the study of ideoloyy.

For If the language of everyday life is regarded as the

very locus of ideology, then !t Is of the very utmost

Importance to examine the methods which have been

elaboreted for the analysis of ordinary discourse.

(p. 99

Critical educational theorists have appropriated many of the
theoretical aspects of the work of such linguists as Pierre
Bourdleu and Basll Bernstein. Categories like "cultural capital"
and "sybollc violence" (Bourdieu & Passeron, 1977) or
*elaborated" and "restricted" codes (Bernstein, 1971) turn up
frequently in critical educational discourse. Critical
ethnographers in education, however, seem to underestimate in
their own work the potentlal of sociolinguistic analysis to

systematically explore how relations of domination are sustained

through the moblilization of meanling.

The Study of Proaresslive Quiliers and Collaborative Action
Research.

One of the advantages of ethnographic case study research
has been Its abllity to study outliers. 1In some research
programs the outlliers are of more interest to the researcher than
the norm. Researchers interested in experimental approaches to
Instruction, for example, must seek out cases that would
otherwice be lost In the aggregate. Likewise. critical
ethnographers are beginning to seek out examples of practitioners
who are attempting to put critlcal theory into practice

(Comstock, 1982)> This Is seen most clearly In ethnographic
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studies which attempt to understand how a teacher”s feminist
principles manlfest themselves ln the processes of c¢lassroom
Instruction (Dlxon, 1989>. Much of this type of research Is done
in collaboratlion wlth progressive educatlicnal practitioners.
Collaborative action research from a critical perspective
owes much to Frelre’s (1970)> work, in which the empowerment ot
the powerless and the eradlcatlon of their "culture of silence"
becomes the goal. Such research openly eschews neutrali.y In Its
effort to achlieve what Frelre calls "conscientizatlon® or
knowledge about the world which brings self-affirmation. Again,
most examples of such research come from critical feminists
(Mles, 1983). This more activist research with its emphasis on
the appiication of critical theory to practice and its effort at
researcher/practltione- c¢ollaboratlon responds to recent
criticisms from within critical research. For example, Aronowltz
& Glroux (1985) decry the aloofness and negativism of critical
researchers when they call for a "language of possibillty" and an
emphasis on "counter-hegemony". Likewisgse, Willls (1977}, in his
critical ethnography, Learninag to Labor, devoted a chapter to
what he called the educatlonal practitioner’s "Monday mo;nlng"
problem. There iIs an Increasing awareness among critical
ethnographers that 1f educational critical ethnography shares
with applled educatlonal research the goal of social and
educatlional change, then It must address lts lmpact on
educational practitioners. According to Willis there is an

immobilizing tautology Impllcit In most critical research -
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“nothling can be done until the basic structures nf sSoclety are
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changed, but :he s:iructures prevent us making any changes."

Brickson (1986) criticlizes radical research that focuses enllirely
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on structural lnequallty, polinting out that differences in

student achlevement between classrooms with siml lar socloeconomlc

g W

backgrounds lndicates that the teacher can make a difference In
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student achlevement. Cazden (1983) makes a simllar point when

she states,

g Soclal change of all Kkinds - from nuclear dlisarmament
& and removal of toxlc wastes from the environment to
more effective educat.on in indlvidua! schools -
requires some comblnatlion of the technical and the
polltical. &sserting the Importance of one does not
negate the necesslty of the other (p. 39).
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Unless critlical ethnograshers can provide an approach to

FoN

educatlional and soclal change that Includes both the technlical

STy

and the polltical, - that Is, both sound techniques within the

LR L

school and an effectlve pollitical program outslide the school -
e.en critical practitloners mav succumb to elther hopelessness or

lowered expectations.
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% Wexl~r (!9838) has critliclzed critlcal ethnographers for
being llke voyeurs, viewing thelr research subjects llves, wlth

the detachment characteristic of television viewing. He also has
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criticized them for fallling to reflect on critical ethnography as

a soclally situated practice. Critical ethnographers are, after

e

al. ‘~vt of x larger scclal system which rewards individual over

coli. ve accompllishment (e.g. the academic tenure process), and
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the commodification >f knowledge. Althougnh acts of reslstence -
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such as the tormatlon of the Nebraska feminlist research
collectlve (1982) - among critical etlnnographers are rare, the
tendency toward collaborative action research and the negotliation
of research outcomes with informants indicates a willingness
ameong researchers to turn their critica! tacultles back upon

themselves.

Conclusglon.

Lather (1986a) divides critical research into three
overlapping traditions: teminist research, neo-Marxist crlﬁlcal
ethnography, and Freirian empowering research. I have combined
these under the critical ethnograrny rubric to emphaslize the
commonalities in thelr research programs and to highlight those
areas where they can learn from each other. The largely
phallocentric, distancing tendencles «f much neo-Marxist
ethnography has increasingly adopted the merging, collaborative
tendenclies of feminist research. Likewise, critical feminists,
drawing on neo-Marxist theory, are strugaling with the ways
patriarchy Intersects with social class and race in women's
oppression. Issues of equity and equality become insepérab}e in
critical feminist research. Although critical feminism has its
own tradition of empowerment which derlves from the early

integration of the personal with the political, critical

pedagoglsts, 1f not critical ethnographers are exploring the




T O L T

« v,

relevance of [relre’s work to educational settings In the U.S5.
(Finlay & Falth, 1980; Fiore & LElsasser, 1982)

Although there ls a growing body of eplstiemological and
methodological analysls In the writing on c¢ritical ethnography,
there is as yet llttle practical advice. Critical ethnographers
need to begin sharing insights from thelr research on such things
as; how to write a reflectlve Journal, how to negotiate outcomes
with Informants, how to gain and maintaln slte access when doing
controversial research, and how to systematize reflexivity. 1
have trled to capture some of the tensions in this marriage ot
critical soctal theory and ethnographic methods. The future ot
the marriage will depend upon an ongoing dialogue between social
analysis and the day-to-day experlience of the critical

ethnographer In the field
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