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Foreword

Michael Bamberg

Every newly established research tradition has its own way of coming into
being, and qualitative research is no exception. With regard to my own initial
involvement with what later became established as qualitative research—or,
as I call it when presenting it to my students, qualitative inquiry—it is hard
to pinpoint when and how it all began. I do not think that there was a particular
event or a sudden insight that can be woven into my academic life story and
labeled as my “turning point.” It simply happened. However, I clearly recall
many events over 8 to 10 years (in the late 1970s and early 1980s) at different
places (Berkeley, San Diego, Nijmegen, Berlin) and involving friends and col-
leagues around the same age cohort though from quite different disciplines
(sociology, anthropology, linguistics, education, political science, comparative
literature, health sciences and nursing studies, psychology). These events con-
sisted of meetings in which my colleagues and I discussed transcripts of inter-
views, observational records, or papers we had come across before they were
published. During them something took place that contributed to my slow
and gradual turn to qualitative methods as the preferred inquiry method in
psychology. Although these meetings often had some flavor of subversiveness
and conspiracy, taking place most often outside the institutions where we
were doing our research and teaching, they were not governed by an anti-
institutional stance but, as strange as this may sound, by work with actual
data. These data came from real people with real lives; people who were sharing
aspects of their subjective, experiential life-worlds—including their emotions,
desires, and moral values. We, as investigators, were bystanders, allowed to
catch a glimpse of who these people were, how they wanted to be understood,
or how they made sense of others and themselves, including their own experi-
ences and their lives. '

What stood out most for us at that time was our interest in singular
cases and discursive processes that seemed to represent the individuality and
subjectivity of experiences of our research participants—something that thus
far had not been central to the social and humanistic sciences, not even in
psychology. In contrast to our traditional endeavors to generalize across individ-
ual cases, to discover patterns, laying out “underlying” structures or systems
that seemed to govern particular actions or events, possibly even as an attempt
to uncover underlying universals, it was the unique that aroused our interest.

Explanatory approaches that had been developed and worked up within
the hypothetico—deductive model of knowledge as something that was out there
to be conquered were out. Observing, describing, and understanding became the
new key terms, and the new business was knowledge building and knowledge
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generation rather than affirmation or falsification of some previously estab-
lished hypotheses. To seek and to understand what was subjective in the
experience and lives from the point of view of our research participants became
the primary task—asking to be empathic with regard to the subjectivity and
experience of our participants, particularly of those who were vulnerable, disad-
vantaged, or opening their wounds from social or personal maltreatments. In
sum, the original but initially relatively unreflected turn to make the individual
participants with their unique experiences more central to the research process
gave birth to a redefinition of the role of the researcher and his or her relation-
ship to what now became the “research participant” and consequently to what
could count as knowledge, the status of data, and the status of interpretation
and analysis.

Reflecting on a time before the debates between quantitative versus quali-
tative and between explanatory versus interpretive methods, I do not think
that any of us had in mind that what we were doing could become codified,
canonized, and handed down to new students of psychology in the form of a
systematic methodology. The idea that this type of working with observational
data and recorded conversations could possibly be integrated back into the
disciplines that we were representing, particularly into the discipline of psy-
chology, was foreign to us back then. But exactly this has happened in the
course of the past 15 or so years—again, as a slow and gradual process, resulting
in quite a number of, at first, self-designed courses and quite a number of
textbooks, handbooks, and cookbooks for how to better understand and how
to carry out qualitative research across the disciplines. It is interesting to note
that psychology lagged considerably behind in this development.

This volume is one of the first books to appear in psychology that substan-
tially addresses the importance of qualitative inquiry as a vital means of ap-
proaching the problems studied by psychologists. Paul M. Camic, Jean E.
Rhodes, and Lucy Yardley have chosen some of the best minds in the field to
produce an eloquent volume that will have great appeal to graduate students
and seasoned researchers alike. This book is organized and written in a way
that invites readers to come along for an adventure of discovery that enlivens
the essence of research in the field. .

The first part of the book, which acts as a cornerstone of qualitative inquiry
for psychologists, does not get bogged down by epistemological and ontological
foundational debates that often turn young students of qualitative data more
off than on. These first four chapters provide an excellent introduction to
qualitative methodology within the context of existing and emerging social
sciences research. The second part goes on to introduce 10 different methods
used in qualitative research. Each chapter reveals and develops its stance with
regard to the connection between theory and (moral and political) practice
and communicates effectively where and how to apply (and not to apply) the
suggested methodological exigencies. Each chapter is thoughtfully laid out as
an apprenticeship to a field of study on its own, exemplifying the methods and
applying them. At the same time all chapters leave considerable space for
students of qualitative data to try out their own ambitions and to explore their
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own questions and interests in novel ways, taking what has been offered in
this book as stepping stones into a deeper involvement—not just with method-
ological approaches but with psychology as a whole.

T am confident that the collection presented in this book will help overcome
old rifts and controversies and contribute to the development of a much more
inclusive psychology—one that clearly sees the challenges qualitative research
brings to the discipline—but also one that is no longer threatened but willing
and able to integrate the world of subjective experience and the processes of
its construction as central.



Preface

Perhaps one of the most striking features of this volume is that it is one of the
first books on qualitative methods to be published by the American Psychologi-
cal Association (APA). Although other disciplines (i.e., anthropology, sociology,
education, marketing, program evaluation) have vigorously incorporated quali-
tative methods for a number of years, most of academic psychology has had
an ambivalent relationship with qualitative methods. Psychology’s strong pref-
erence for quantitative approaches is reflected in undergraduate and graduate
course requirements, the composition of journal editorial boards, and the APA
Publication Manual, which makes no mention of protocol for presenting qualita-
tive findings. Although relatively late in coming (particularly compared with
the European psychological traditions), this book represents an important step
toward the greater integration of qualitative methods into academic and ap-
plied psychology.

In editing this volume, our goal was to bring together experts from across
a broad range of psychological perspectives (e.g., social, developmental, clinical,
community, environmental, personality, educational, psychodynamic, phenom-
enological, feminist, and health psychology), all of whom havebeen contributing
to research using established and emerging qualitative methods. By drawing
from a wide spectrum of fields, we hope to provide researchers with a theoreti-
cally informed and practically applicable basis for comparing the relative bene-
fits and limitations of each approach as it bears on their particular research
topic. Our target audience ranges from advanced undergraduate and graduate
students to established researchers from within the boundaries of psychology.
A closely allied secondary audience is students and researchers in cultural
studies and cultural policy, education, anthropology, sociclogy, and social work.
This book is also likely to have appeal to practitioners in hospitals, clinics,
schools, cultural institutions, and business organizations where a portion of
their job responsibilities are research related. We have developed this book
with all of these readers in mind. .

What is also significant about this volume and what makes it unique is
that it addresses issues that are of primary concern to psychologists. The vast
. majority of textbooks previously published in qualitative research has been
in other disciplines such as anthropology, education, nursing, and sociology.
Moreover, unlike most previous volumes, this book provides readers with de-
tailed descriptions of the actual procedures that are used in carrying out specific
research methods.

Of course, no book can fully capture the complexity, nuances, and tech-
niques embedded in each approach. Nor can it provide complete coverage of
the full range of qualitative methods that are available to researchers. Space
limitations prevent us from including such approaches as the research case
study method, protocol analysis, and biographical and historical analysis. These
omissions do not imply their lack of importance and, in fact, we hope to explore

xiii



xiv PREFACE

these and other promising approaches in subsequent work to be published in
the future.

The book is organized into two major parts. The first part includes chapters
that introduce readers to issues of epistemology, ontology, and the place of
qualitative research within psychology both as an alternative approach to
research methodology and as a complementary one, used in conjunction with
quantitative approaches. A pressing question addressed by all seven authors
of this part is, “What counts as knowledge?”

Paul M. Camic, Jean E. Rhodes, and Lucy Yardley (chapter 1) argue for the
value and validity of qualitative work, present some of the conflicts surrounding
qualitative methods, discuss the manners in which qualitative approaches
relate to quantitative research, and highlight the merits and uses of qualitative
methods for various purposes relevant to the work of psychology. Elliot W.
Eisner (chapter 2) examines the root of the term qualitative in the social
sciences and relates it to the contemporary canduct of the art and science
of qualitative research in psychology. He examines the distinctions between
qualitative and quantitative work and provides examples of arts-based qualita-
tive research while asking researchers to reflect on artistry as a process that
researchers would do well to emulate.

Joseph E. McGrath and Bettina A. Johnson (chapter 3) discuss some of
the crucial epistemological and methodological issues that beset both qualita-
tive and quantitative research in psychology. Some of these are ata paradigma-
tic level, including questions about reality and how we can know it, about
objectivity, about causality, and about the role of temporal and contextual
factors. Other issues they discuss are those at an operational level and have
to do with how empirical evidence is collected, aggregated, analyzed, and inter-
preted. Jeanne Marecek (chapter 4) presents what is shared by qualitative and
quantitative approaches and what is'not, which helps us to arrive at a fuller
understanding of both. She challenges some of the misconceptions of both
qualitative and quantitative work by examining considerations of generality,
validity, reliability, objectivity, and subjectivity. She also addresses the false
dichotomy that has emerged between quantitative research as deductive and
qualitative research as inductive.

The second part presents several major qualitative research methodolo-
gies, each contained within a separate chapter. The psychologists who devel-
oped the methods themselves wrote several of the chapters in this section, and
all of the authors invited to contribute are actively engaged researchers and
well-known experts in their respective research domains. These chapters follow
a parallel organization that includes (a) specific and detailed information about
the applications of the methodology; (b) subsections addressingissues in design,
sampling, data collection, data analysis, and interpretation; and (c) a research
case example illustrating the methodology presented in the chapter.

Jonathan Potter (chapter 5) presents a thorough introduction to discourse
analysis and discursive psychology using a study of AIDS counseling as a
research example of how to use this approach. Michael Murray (chapter 6)
examines narrative psychology and narrative analysis by first reviewing the
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theoretical foundation of this approach, discussing the various forms of narra-
tive psychology, and concluding with a research example based on a series of
interviews with patients with chronic pain. Donald Ratcliff (chapter 7) presents
a discussion of the use of video recordings as qualitative video research, an
emerging research tool, carefully discussing methods of data collection and
analysis. His use of children’s social interactions and ritualsin a school hallway
is an example of how these methods can be adapted and applied to a specific
context.

Karen Henwood and Nick Pidgeon (chapter 8) chart and debate the ration-
ale for doing psychological research using grounded theory, one of the most
well-known qualitative research methods. Looking at grounded theory not as a
unitary method but as a node around which useful discussions of epistemology,
ethics, and validity can occur, these authors examine an extensive corps of
discussion data from focus groups about the importance and value attached to
woodlands and trees by the British public. Carol Gilligan, Renée Spencer,
M. Katherine Weinberg, and Tatiana Bertsch introduce the Listening Guide
method (chapter 9), which provides researchers with a way of attending to
human conversation. This method, introduced in detail for the first time, in-
volves a series of focused readings of texts, each designed to bring the researcher
into relationship with a person’s distinct and multilayered voice by focusing
on, or listening to, a particular aspect of the narrative. Michelle Fine and
associates (chapter 10) explore the history, method, opportunities, and chal-
lenges of participatory action research with a close look at a research project
conducted by a team of university-based researchers and women inmates in
a maximum security prison. These researchers analyze the relationships of
insider—outsider researchers and the differential epistemologies, knowledge,
vulnerabilities, and responsibilities both groups bring to the task as they take
readers through the design, data collection, analysis, and interpretive phases
of the study.

Jessica Hoffmann Davis (chapter 11) presents an emerging qualitative
method, portraiture as methodology, which examines the research portrait as a
written narrative that seeks to balance elements of context, thematic structure,
relationship, and voice into an aesthetic whole to provide a carefully constructed
cohesive interpretation of data. Drawing on the author’s work at a community
art center that creates a supportive and high-expectation environment for
African American artists, this chapter focuses on the collection of data through
observation, interview, and review of visual materials and the production of a
narrative portrait. Peggy J. Miller, Julie A. Hengst, and Su-hua Wang (chapter
12) provide a brief history of ethnographic methods in anthropology and its
more recent history within psychology. Through the use of a case study in
developmental cultural psychology, readers are guided through the characteris-
tics of ethnographic inquiry, which includes hypothesis development, data
collection, analysis, and interpretation of data and the use of writing to describe
one’s findings. Specific attention is paid to the ethnographic interview, partici-
pant observation, artifacts as data, archival data, and ethical concerns.
Amedeo P. and Barbro M. Giorgi (chapter 13) provide a clear demarcation of



xvi PREFACE

the descriptive phenomenological method from other types of phenomenology.
Phenomenological methods are compared and contrasted with the traditional
scientific method to provide a framework from which to better understand
descriptive phenomenology. They present a demonstrative example using a
research participant’s internalized homophobia, showing in detail how the
method is applied. Finally, Steinar Kvale (chapter 14) outlines psychoanalytical
qualitative research. Drawing on postmodern conceptions of science, the cau-
sistic, relational, constructive, and pragmatic aspects of knowledge are out-
lined, and the strength and weakness of psychoanalytical knowledge production
are discussed. Kvale emphasizes seven key aspects useful in the psychoanalyti-
cal research interview (case study, open mode of interviewing, interpretation
of meaning, historical dimension, human interaction, pathology as topic of
investigation, and instigation of change) and concludes the chapter with an
example of such an interview.
£ EY it

Theidea for this book came after teaching qualitative methods for a number
of years to graduate students in psychology. Although there were several text-
books available for graduate-level instruction, none adequately addressed the
research training needs specific to psychologists interested in qualitative re-
search methods. Concurrently with our work with graduate students, an in-
creasing number of colleagues inquired about incorporating qualitative meth-
ods in their research. The final shove to develop such a book came after Paul
Camic, at an annual meeting of the APA, presented a paper that incorporated
qualitative methods in its design. The overwhelmingly strong and supportive
audience response to the qualitative methodology—at an APA paper session—
was the impetus to begin this volume.

In addition to our students and APA audience members, we are also very
grateful to Lansing Hays of the APA, who sponsored and guided this work
from its inception. We especially want to thank Lansing for his enthusiasm,
challenging questions, and deadpan humor, which helped carry us through the
two years of writing and editing this volume. It is an honor for all of us to be
publishing this work with the APA. We would also like to thank Lawrence
Wilson and Andrew Causey for their helpful comments about several chapters
in this volume and our reviewers at the APA—both anonymous and known—
for their extremely helpful suggestions.

Part I

Ways of Looking

at the World:
Epistemological Issues
in Qualitative Research
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Naming the Stars: Integrating
Qualitative Methods Into
Psychological Research

Paul M. Camic, Jean E. Rhodes, and Lucy Yardley

In The Phantom Tollbooth, Norton Juster tells the story of two brothers, King
Azaz and the Mathemagician, who inherited their father’s kingdom of Wisdom.

They were by nature very suspicious and jealous. Each one tried to outdo
the other . .. King Azaz insisted that words were far more significant than
numbers and hence his kingdom was truly the greater, and the Mathemagi-
cian claimed that numbers were much more important than words and
hence his kingdom was supreme. They discussed and debated and raved
and ranted until they were on the verge of blows when it was decided to
submit the question to arbitration by the princesses Rhyme and Reason.
After days of careful consideration in which all the evidence was weighted
and all the witnesses heard, they made their decision: “Words and numbers
are of equal value, for, in the cloak of knowledge, one is warp and the other
woof, It is no more important to count the sands than it is to name the
stars. Therefore, let both kingdoms live in peace. (Juster, 1965, pp. 74—75)

Unfortunately, Rhyme and Reason’s exquisite logic fell on deaf ears. The
princesses were banished from the kingdom, and the full breadth of knowledge
remained elusive for many years. A similar fate appears to have beset the
kingdom of psychology, where quantitative and qualitative methodologists have
met each other with resistance and skepticism. Rather than finding a common
ground, numbers have prevailed and qualitative approaches to understanding
the human experience have been relegated to an ancillary role. This overreli-
ance on positivism and the experimental method throughout the 20th century
has hampered inventiveness, restricting the very nature of the questions that
have been asked and the sources of data that have been considered legitimate.

Asin the Phantom Tollbooth, where the princesses were ultimately rescued
and their recommendations heeded, a momentum from the muted corners
within and surrounding psychology is gradually restoring qualitative methods
to their rightful place in the field. We hope that this volume helps to build on this
momentum—nudging psychological researchers toward greater inclusiveness
and the full acceptance of qualitative methods.
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Background: The Fundamental Questions

In his attempt to rescue Rhyme and Reason, the protagonist in the Phantom
Tollbooth, Milo, journeys through the kingdom of numbers, Digitopolis. There
a man who poses a series of problems, including one about a 68-foot-long beaver,
confronts him.

“That’s absurd,” objected Milo, whose head was spinning from all the num-
bers and questions. “That may be true,” he acknowledged, “but it's completely
accurate, and as long as the answer is right, who cares if the question is
wrong? If you want sense, you'll have to make it yourself” (Juster, 1965,
p. 175).

Psychologists, perhaps more than any other social scientists, have been
prone to privileging methods and procedires over research questions (Gergen,
1985). Putting the methodological cart before the horse has constrained our
full understanding of psychological processes. Moreover, basic ontological, epis-
temological, and methodological questions, such as “What is real?” “Who knows
what is real?” and “How do you know what is real?” are asked and answered

»in ways that implicitly privilege the experimental method. Fully addressing
these questions is critical, however, because their answers form the very foun-
dation of inquiry in the social sciences. In deciding what is real, and for whom
it is real, a pluralistic approach to research might encourage both skepticism
and innovation, be a little subversive, take on new topics and questions, but
remain rigorous, thorough, and useful. Shweder (1996), in an important essay
about the differences between quanta and qualia, suggests that we “put our
metaphysical cards on the table (our assumptions about the underlying nature

. of social reality)” (p. 175), thereby revealing what research is all about.

Those “cards” vary, of course, among the contributors to this volume. What

“is perhaps a common core to all the chapters, however, is a discarding of the

“notion that what separates quantitative and qualitative approaches to research

is whether to count or not count, measure or not measure, sample or not sample,
administer a questionnaire or conduct an interview. Because all social science
research counts and measures in some way or another, the true difference is
in what to count and measure and what one discovers when doing so (Shweder,

1996, p. 179). Stated another way, the questions become, “to count or to discover

the name,” “to measure or to listen and observe,” or “to administer a question-
naire or talk with someone.” Qualitative research questions whether an objec-
tive conception of reality can truly exist and suggests that other forms of
investigation are necessary to increase our understanding of the thing we are
studying (Cafasso, Camic, & Rhodes, 2001). Humans, not the gods, created all
forms of inquiry, and we can and should modify them as needed to make inquiry
relevant to our work as psychologists, social scientists, and educators. We may
not find the answer to what is real, but the richness within the different realities
may provide us with a better answer.

“What is real?” evokes the issue that divided the brothers in the Kingdom
of Wisdom. As a profession, psychology has generally decided that numbers
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are more real than words and responses on paper-and-pencil tests more real
(and valid) than interviews, conversations, and other complex forms of repre-
sentation. However, “How do you know what is real?” is perhaps the question
that best defines empiricism and provides a substantial foundation for a quali-
tative psychology. Of course, we all know what is real—but our realities may
be different, depending on our cultural background, our gender, sexual orienta-
tion, our race, or age. Each of us—and certainly each and every research
participant in our respective studies—possesses “an alternative symbolic uni-
verse (which) poses a threat because its existence demonstrates empirically
that one’s own universe is less than inevitable” (Berger & Luckmann, 1966, p.
108). However, to make psychology more than empirical—to make it scientific—
most of our research paradigms and methods deny the existence of an alterna-
tive symbolic universe (Tashalkori & Teddlie, 1998). -

Among other problems, the assumption that it is primarily scientists who
know what is real becomes a denial of the experience of research participants
as a valid source of knowledge. This is really not an issue for biologists or
chemists, because their “subject” may be a diseased cell or a chemical interac-
tion. When doing research involving people a de facto hermeneutic relationship
develops in that the researcher and the participant are affected by each other
and modify their responses, behaviors, and perceptions based on that interac-
tion, and of course on events and histories before the interaction. This is the
case whether one uses an interview or a psychometric instrument to collect
data. Yet in most of psychological research the psychologist—scientist controls
the definition of reality and “the threat to the social definitions of reality is
neutralized by assigning an inferior ontological status, and thereby not to be
taken seriously cognitive status, to all definitions existing outside the social
universe” (Berger & Luckmann, 1966, p. 115). Those representations of re-
search that exist outside of positivism and the experimental method are looked
on as inferior and are not taken as seriously by journal editors, funding sources,
doctoral dissertation committees, or faculty in psychology departments.

Related to this issue is the question of “Who is to judge what is real?” In
The Phantom Tollbooth, Rhyme and Reason, as a collaborative pair, were the
judges of what was real. They carefully evaluated the worth and importance
of words and numbers within the context of their society and could see that
both brothers’ perceptions of number and narrative had merit. The same holds
true with psychological methods. No particular paradigm or method that is
represented in this or other volumes can or should be privileged above all others.
Rather, they should be subject to questions about validity, rigor, usefulness, and
applicability, as well as to questions about who controls the data and from
whose perspective the data are interpreted (Newman & Benz, 1998).

Validity and Objectivity in Qualitative
and Quantitative Research

Two of the most frequently cited differences between qualitative and quantita-
tive approaches to research are their methods of inquiry and the degree of



6 CAMIC, RHODES, AND YARDLEY

control that each purports is necessary within the research setting. This often
amounts to whether the research takes place in a naturalistic context or in a
regulated laboratory-like setting (Hoshmand, 1999; McGartland & Polgar,
1994), suggesting that there is greater validity in the latter venue. We believe;
th.ere are several problems with this conceptualization, which overly dichoto-
mizes and overly simplifies the issue of validity by creating artificial boundaries
and falsities. First, this conceptualization begs the definition of “naturalistic.”
because there is nothing naturalistic about a psychiatric hospital, outpatien’t
counseling service, chronic pain clinic, cancer treatment program, large corpo-
ration, or school, all settings in which qualitative studies have taken place
Second, there is little naturalistic about the actions of observing or interviewiné
someone in any of these settings. Third, elevating the laboratory and the
experimental method—and all- that that image entails—onto a “pure” and
objective plane where the values and biases of the researcher are supposedly
}eﬁ at the door and where statistical control ensures validity and objectivity
is highly problematic. Fourth, “chjectivity,” as taught in many psychology text-
books and classreoms, is a myth. No experiment, no research question, and
certainly no interpretation of data ‘can possibly be truly objective. The 1,:ypes
of problems we are interested in, the questions we ask, the kind of data we
collect, and the analyses we undertake all emanate from some context, be it
socioeconomic, political, cultural, or personal. ’
Moving beyond these artificial boundaries and falsities and expanding the
paradigms and methods psychologists use to study the human experience
as R}iyme and Reasli)n urge, puts more information and experience—abouiz
ourselves as researchers and the people we stud ici —
the cloak of knowledge. peop 7 2 participanto—all under
The chapters in the first section of this book delve into these issues and
conflicts, describing points of both reconciliation and debate. Fisner (chapter
2) argues that all forms of inquiry, like all forms of representation, have
their own advantages, limitations,: and biases. Methods have the ef%‘ect of
constraining what one looks for—as he puts it, “nothing is as selective as
perception.” Nonetheless, qualitative methods can yield rich, generalizable
and valid research. To this end, he suggests strategies for strengthening and
evaluating the merits of qualitative methods. McGrath and Johnson (chapter
3) make similar points—that both approaches involve assumptions that shape
and restrict the conclusions that can be drawn from the data. Rather than
arguing the merits of any particular approach, they take a more ecumenical
approach to the research endeavor. Because different methods pose different
complementary strengths and weaknesses, they ponder, why not make use;
of as wide a range of methods as possible at each level of the research process?
However, Marecek (chapter 4) rightly cautions that mixing methods is no.t
straightforward. She notes that qualitative methods are often treated as
subsidiaries to quantitative work, an approach that is unable to maximize
their potential. Moreover, quantitative and qualitative methods often are
premised on divergent epistemological bases and may produce contradictory
sets of outcomes. As such, we should tread carefully on this path of inclusive-
ness. Nevertheless, inclusion within a single study of both qualitative and
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quantitative methods can be justified on the grounds that interlacing methods,
even when they yield disparate findings, enrich our understanding of human
behavior (Rabinowitz & Weseen, 2001). By touching on different aspects
of the same phenomena, the two methodological approaches yield a more
complete story.

If qualitative and quantitative research have some similar goals and char-
acteristics, but also some essential differences, then we must ask if there are
any shared criteria that can be used to judge their validity. Certainly some
criteria are especially or even uniquely relevant to particular methods, although
their relevance is not necessarily defined by whether the methods are qualita-
tive or quantitative. For example, sample size is crucially relevant to statistical
power but has minimal relevance to case-study analysis, and attention to the
structure and sociolinguistic functions of a verbal account is a fundamental
requirement for discourse analysis but is not a necessary part of a phenomeno-
logical analysis of the content of the account. As a consequence, it is not pos-
sible to specify clear-cut common procedures for ensuring validity, and the
rapidly proliferating checklists for evaluating the validity of qualitative studies
risk limiting the methods used and questions asked (Barbour, 2001), just as
the positivist criteria for quantitative research have done. Nonetheless, there
are higher order criteria that are relevant to all forms of rigorous empirical
research, whether qualitative or quantitative, and can be satisfied in very
different ways by each different piece of research (Yardley, 2000). First, to
qualify as empirical—in some way corresponding to what is real—research
must be shown to be well-grounded in some kind of data. This grounding must
permit the object to object, as Kvale puts it (chapter 14); in other words, the
outcome of the research must be demonstrably shaped by the process of eliciting
data, whether this is achieved by means of experimental hypothesis testing,
participant input, or inductive theory building. To qualify as good quality
research, rather than casual description or uninformed interpretation, the
researcher(s) must also display thoroughness; expertise in the application of
the method selected; and awareness of the relevant theoretical, historical,
sociocultural, and interpersonal context of the research. To demonstrate the
preceding qualities, the methods used and conclusions drawn must be clearly
described and carefully justified. A final pragmatic criterion for good research
is that it should be meaningful and useful to at least some people, for some
purposes.

John Dewey, a pioneer of psychology and “pragmatic” philosophy, sug-
gested that all inquiry and evaluation, whether scientific, moral, or common
sense, is ultimately concerned with the question of what things are good for.
This question is undoubtedly of central importance to our inquiry into how the
methods that are used by psychologists might profitably be expanded by the
adoption of qualitative methods. Because we have suggested that gqualitative
methods may offer different benefits and insights from the quantitative meth-
ods traditionally used by psychologists, the following section considers what
qualitative methods are particularly good for, illustrating these merits by refer-
ence to the wide range of very different approaches to qualitative research
presented in the second section of this book.
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What Is Qualitative Research Good For?

In keeping with the tradition of qualitative research, to address this question
we will offer a personal, selective interpretation of some of the themes that
recur across several different methods. However, this analysis is far from
exhaustive or definitive, not least because, as the title of this book suggests,
many of these methodological features of qualitative psychological research
are innovative and evolving.

Exploration and Theory Development

A valuable use for qualitative research, of which most quantitative researchers
are aware, is as a tool for exploring a topic or problem that has not previously
been researched. The logic of experimental or questionnaire research demands
that the relevant variables are predefined and outcomes predicted a priori on
the basis of theory. In contrast, more inductive methods such as grounded
theory (Henwood and Pidgeon, chapter 8) and ethnography (Miller, Hengst,
and Wang, chapter 12) encourage the researcher to approach a topic without
firm preconceptions about what variables will be important or how they will
be related and to gradually build a theory to explain the data that are collected.
Similarly, the phenomenological psychological method (Giorgi and Giorgi, chap-
ter 13) is a method for discovering psychological meanings by identifying the
essential psychological constituents or structure of an interviewee's description
of an experience. However, qualitative researchers do not view such exploration
as an attempt to produce an “objective” description of a phenomenon, because
they assign a vital role to the researcher in constructing the analytical interpre-
tation, whether through imaginative transcendence of “taken-for-granted”
meanings (Giorgi, 1970) or by applying disciplinary knowledge and theoretical
sensitivity to the topic (Henwood & Pidgeon, 1994).

Situated Analysis

As all of the authors in the first section point out, it is impossible to seek to
maximize simultaneously both external validity (representativeness of real-
world contexts) and internal validity (precision and control). Although it is
misleading to make an absolute distinction between “naturalistic” and “scien-
tific” research, it is clear that experimental research usually requires a degree
of artificial manipulation or control of the key variables, whereas qualitative
research typically seeks to maximize the ecological validity of the data by
gathering it in real-world contexts. This latter approach permits analysis of
the way in which these real-world contexts affect the phenomenon under inves-
tigation. For example, awareness of the fundamental influence of social context
on what people say has led discourse analysts (see Potter, chapter 5) to focus
their attention on naturally occurring talk, because the discursive resources
and strategies people use are often quite different in everyday conversation
than when speaking to a research interviewer. Similarly, Rateliff (chapter 7)
was able to capture on video an aspect of children’s behavior that was unique
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to the specific context of the school corridor, because this represented a social
space mid-way between the schoolroom and playground. To gain a deeper
understanding of the influence of context, some researchers find it helpful to
immerse themselves for a prolonged period in the personal, sociocultural, or
historical context of the topic they are studying (Miller, Hengst, & Wang,
chapter 12).

Holistic Analysis of Complex, Dynamic, and Exceptional Phenomena

Qualities are emergent properties arising from the configuration of elements
in a whole. Hence qualitative research is necessarily holistic; microanalysis of
parts is always undertaken in the context of a larger whole. For example, the
illustration of ethnography provided by Miller, Hengst, and Wang analyzes
in detail a single example of an American mother's account of her child’s
misdemeanor. However, this account has meaning only in relationship to the
broader cultural context, and derives its particular analytical significance pre-
cisely because it deviates from the normative cultural pattern observed in their
study—that American mothers typically do not talk at all about their children’s
misdemeanors.

In qualitative research, collection of very detailed data about just a few
examples of a phenomenon—even a single case—permits analysis of multiple
aspects of a topic. A period of observation or series of interviews typically yields
an intimidatingly vast repository of data about a multitude of interacting
elements and aspects of the topic studied. Inevitably, qualitative researchers
must be selective in their analysis, but freedom from the restrictive constraints
of meeting statistical assumptions (see McGrath and Johnson, chapter 3) per-
mits consideration of fine distinctions, exceptions, and complex patterns of
interrelationships. Qualitative data also allow researchers to develop multilay-
ered interpretations by returning to the data to carry out multiple analyses of
different aspects of the topics, which can be contextualized by the other analy-
ses. For example, Ratcliff initially used grounded theory to develop an explana-
tory classification of his entire corpus of video data on children’s behavior in
school hallways, then carried out secondary microanalysis of particular video
sequences to examine the nature, patterning, and meaning of ritual behavior
more closely, and later invited independent student researchers to jointly de-
velop a taxonomy of hallway rituals. Moreover, even the analysis of deviation,
inconsistency, and omission can be undertaken. Whereas in quantitative re-
search inconsistency is treated as error and nonresponse as missing data, in
discourse analysis (Potter) and psychoanalytical analysis (Kvale, 1996) the
internal contradictions, pauses, and absences in people’s talk are valuable
pointers to important areas of tension, difficulty, or conflict, whereas deviations
from typical or “normal” behavior provide particularly useful information about
cultural norms and the reasons for and consequences of transgressing these.

The dynamic complexity added by the dimension of temporal change is
also fundamental to many forms of qualitative research. Murray (chapter 6)
explains how people’s narratives embody the dynamics of their identity by
simultaneously shaping the past and projecting into the future; hence, narra-
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tive analysis provides an intrinsically chronological perspective on the lives of
narrators. Kvale notes that the psychoanalytical approach of conducting multi-
ple interviews over an extended time period not only builds up a very rich
biographical context for analytical interpretation and creates a relationship of
trust that encourages greater self-disclosure but also allows the analyst and
the patient to test the value of an interpretation pragmatically, by observing
its effects on the patient’s reactions over time.

Analysis of Subjective Meaning

One way of thinking about the difference—and complementarity—between
quantitative and qualitative research is to consider quantitative research as
the process of producing a map of a place and qualitative research as the
process of producing a video of that place. A map is extremely useful, it conveys
with economy and precision the location of a place and its relationship to other
places in terms of proximity and direction. However, even the most detailed
map is unable to convey an understanding of what it is like to be at that place.
In contrast, a video conveys in vivid:detail the constantly changing perspective
of the observer. Although this perspective is selective and could not easily be
used for navigation, it is able to communicate something of the subjective
experience of being there. This capacity of qualitative research to gain partial
access to the subjective perspectives of others therefore makes it an ideal
method for research into subjective meaning, whether this consists of abstract-
ing the psychological core of an experience (Giorgi and Giorgi, chapter 13);
recording the many inner voices that compose personal identity and experience
(Gilligan and Spencer, chapter 9); or following a tortuous trail of symbols,
associations, and inconsistencies to uncover latent meanings that may be irra-
tional, ambiguous, or suppressed (Kvale, chapter 14).

Just as making a video is not a matter of random or neutral recording but
rather of aesthetically framing a sequence of scenes to convey a particular
impression to a viewer, the analysis of subjective meaning contains aesthetic
and interpersonal dimensions (discussed later) that arelargely absent—indeed,
excluded—from the process of map-making, or quantitative research.

Analysis of the Aesthetic Dimension of Experience

As a scientific discipline, psychology has tended to deny the aesthetic dimension
of research and toignore the aesthetic dimension of human experience, because
this cannot be meaningfully reduced to quantities (see Eisner, chapter 2). But
as Dewey (1934) has noted, science itself can be regarded as an extension
of art—in other words, the technology of using the accumulated culture of
generations to create and comprehend a perceptual-motor experience in the
here and now. Many of the authors of the chapters in this book note that
qualitative research is a skill or craft, akin to that of an artist. Some of the
methods used draw explicitly on the arts. Davis (chapter 11) uses the art of
portraiture as an extended metaphor throughout her chapter to illustrate how
creating a case study involves aesthetic skills such as selecting the elements
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that form the dominant themes and the background context, achieving balance
and coherence of the whole image, and giving voice to the unique perspective
and insights of the author(s) of the work. Similarly, Gilligan and Spencer
(chapter 9) use music as an extended metaphor for their method of listening
to narratives to identify the distinctive rhythms, signatures, and tonalities of
each person’s multiple voices and the counterpoints, harmonies, and disso-
nances they compose. She also highlights the intrinsically poetic quality of
narrative, evocatively conveyed by the “I-poem” of isolation, which was revealed
by the simple but innovative method of juxtaposing all the self-referent expres-
sions in the narrative of a depressed woman.

Relational Analysis and Reflexivity

Undertaking situated, holistic analysis of meaning does not simply entail con-
sidering multiple aspects of a phenomenon and contextual influences; rather,
it implies a fundamentally relational approach to the topic and to research
itself. Qualitative research therefore requires an appreciation of the relation-
ships of all participants in the research with each other and with the wider
society in which they are embedded. For example, Miller, Hengst, and Wang
(chapter 12) explain how ethnography always entails at least double vision,
because the process of trying to understand another culture inevitably involves
contrasting it with one’s own culture, so that insight is gained simultaneously
into the taken-for-granted assumptions and interpretive frameworks of both
cultures.

Discourse analysis is another form of qualitative research, which is founded
on relational analysis. Discourse can be analyzed relationally in several ways
(e.g., Wetherell, Taylor, & Yates, 2000). First, the intrinsically relational nature
of linguistic meaning can be a focus for study; for example, how terms such as
“abnormal” or “male” take their meaning from their relation to the terms
“normal” and “female.” Second, discourse can be analyzed as dialogue or social
interaction. Discursive psychology (Potter, chapter 5) examines the ways in
which meanings and effects are coproduced in interactions, playing close atten-
tion to how this process of coconstruction is influenced by the context of the
setting in which the dialogue takes place. For example, an account of a malfunc-
tioning car could take the meaning and have the effect of an excuse for lateness
if offered in the context of arriving late at a meeting and if those who arrived
earlier politely sympathized with the mishap, thus helping to construct the
latecomer as blameless. A third implicit context for all discourse is the wider
sociocultural and rhetorical context in which such coconstructions take place.
For example, the account is more likely to be successful in constructing the
individual as blameless if he or she is relatively powerful, or a core group
member, than if he or she is a low-status outsider—and if the account can
draw on effective rhetorical resources (for example, humorously depicting the
event as an unusual and entirely unforeseeable quirk of fate—"of course, the
one time I really need it the car breaks down”). Murray (chapter 6) notes that
the influence of sociocultural context on apparently personal narratives is so
profound that it shapes our identity and consciousness, furnishing the roles
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and plot lines that we use to live in a way that makes coherent sense to
ourselves and to those with whom we interact. For example, a participatory
action research collective of female researchers and inmates at a New York state
prison (see Fine et al., chapter 10) showed how inmates’ narratives depicting
themselves as dual personalities—the “old, bad” and “new, transformed”
selves—did not simply reproduce negative social stereotypes of criminals but
facilitated the development of a reflective agency that allowed the women to
condemn the crimes they had committed in the past while articulating a positive
identity for the present and future.

Awareness of the constructive nature of talk is most explicit in forms of
discourse analysis, but has much wider relevance. All psychological studies
involve humans who are speaking and acting in a social and linguistic context,
and so qualitative researchers whose interestis not solely in language neverthe-
less find it useful to consider the sociolinguistic processes influencing the talk
and action they are studying. For example, Henwood and Pidgeon (chapter 8)
enriched their grounded theory analysis with consideration of different inter-
pretative perspectives on the themes that had emerged, including perspectives
that analyzed these themes as discursive practices. This allowed them to con-
sider participants’ statements about “valuing trees” not simply as expressing
personal opinions about vegetation but as tapping into and constructing sys-
tems of symbolic and social value in which trees were associated with life
and health.

For many qualitative researchers, awareness of sociocultural context and
interpersonal relations necessarily extends to a reflexive consideration of the
role of the researcher, the relationship between researcher and participants,
and the influence of the researcher on the research process. Indeed, the first
analytical step in the Listening Guide method (Gilligan and Spencer, chapter
9) requires the analyst to attend to his or her own responses to the interviewee’s
narrative—partly to ensure that the voice of the interviewee is not distorted
or submerged by the emotional response of the analyst, but also because, as
in psychoanalysis, the analyst’s reactions provide a valuable empathic link to
the subjective experience of the interviewee. Kvale (chapter 14) highlights
additional features of the psychoanalytical relationship from which researchers
might profit, suggesting that the close, embodied interaction between analyst
and patient fosters intuitive and bodily modes of knowing and provides a wealth
of information that is absent from the “psychology of strangers” constructed
from single “snapshot” encounters with research participants. Both Kvale and
Murray welcome the opportunity provided by narrative and interview methods
for interviewees to exert control and influence, setting the agenda and entering
into dialogue with the interviewer to reject interpretations that do not make
sense to them.

The relationship between research participants is most thoroughly ad-
dressed by methods such as participatory action research, which attempts to
give all participants the opportunity to contribute to the construction of practi-
cal knowledge within a democratic research community. Fine and her copartici-
pants (chapter 10) describe the advantages and challenges of carrying out this
kind of research in the setting of a prison. Those with “inside” knowledge
were not only able to provide insights into formal and informal practices and
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connections that no outsider could have obtained, but were also in a position
to critically evaluate and challenge the accounts offered by other insiders.
However, research contributions had to be carefully tailored to an environment
in which the researchers could not meet freely and were constantly obliged to
consider what information could be safely disclosed to whom. Nevertheless,
the participants felt that the research process not only effected constructive
changes for them personally—in terms of academic and personal growth and
achievement—but also engaged with the wider community, positively influenc-
ing the prison climate, the attitudes of other inmates and correction officers,
and relations with family and friends.

As this section has made abundantly clear, qualitative research methods
can be extraordinarily useful, providing unique access into our understanding
of the human experience. In a sense; the chapters in this volume enable psychol-
ogists to circle above the patch worked landscape of various qualitative ap-
proaches, noting their different hues and shared boundaries. It is only when
researchers are on the ground and meaningfully using the methods, however,
that they can fully experience their texture, affordances, and constraints. Mov-
ing from the negative stereotypes of qualitative research current in psychology
to a more balanced approach will require a sea change in the field. Perhaps
most important, students need exposure to qualitative methods alongside quan-
titative methods so that they can better appreciate their relative strengths
and limits. To this end, psychology departments need to incorporate a series
of qualitative methods courses that provide the same meticulous level of detail
as the courses that are typically offered in quantitative methods. The final
section of this chapter offers a call to action to encourage academic psychology
to take up this challenge.

Teaching Qualitative Research

Few psychology departments in North America and Europe teach qualitative
research as a significant part of their usual curriculum in research methods.
Ignoring methodology that does not fall under the umbrella of positivism is
the most significant barrier that impedes new generations of psychologists from
understanding and appreciating different ways to examine the phenomena
most often studied by psychology. At the undergraduate and graduate levels,
room can be made in the curriculum to incorporate the study of different
paradigms and research traditions. The result of this curriculum expansion
will be a richer and more substantially encompassing profession, better able
to respond to the increasing complex questions of the 21st century. This volume
is one example of resources available to help the graduate school instructor,
as well as the practicing research psychologist, to better understand, appreci-
ate, and make use of the broad range of qualitative methods for research
in psychology.

Starting at the undergraduate level, an introductory research methods
class could begin with an examination of the assumptions of positivist, postposi-
tivist, constructivist, and interpretive paradigms, as discussed in chapters 2
to 4. Using the tenets of problem-based learning, a specific problem (such
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as assessing psychotherapy outcome, determining employee satisfaction, or .

evaluating psychology trauma services) could be used to engage the class in
discussion about how best to research these situations. liach paradigm could
be treated as a separate “case” that students could decipher and debate. From
this comparative beginning, the class could then go on to discover some of the
research methods emanating from each paradigm. This would entail examining
the questions that each method can and cannot answer. Rather than teaching
just one methodological paradigm or world view, this approach encourages
students to think more critically about why and how one specific method is
chosen over another. We believe this pedagogical approach also encourages
students to think about the questions to be asked before considering the design
and method(s) of the study. Considering time and content limitations in under-
graduate education, this may be as far as the presentation of qualitative meth-
ods advances. It is, however, a very different beginning to understanding re-
search than is presently available in most psychology departments.

In graduate education, one master’s level course could provide more in-
depth information about several of the qualitative methods presented in chap-
ters 5 to 14 and allow students to obtain some hands-on experience in data
collection and analysis in one or two of those methods. On the doctoral level
a two-course sequence that integrates quantitative and qualitative methods
could begin a student’s research training, followed by two additional research
methods classes focused on more advanced methods of design and analysis, in
either qualitative or quantitative approaches. A fifth research class, which
is common in many doctoral programs, could act as an integrative seminar
experience where studies are examined and conducted that incorporate both
qualitative and quantitative designs. Graduate students could then truly de-
velop an integrative perspective about research methods and leave their doc-
toral program with a wider range of intellectual tools, and perhaps with some
of the wisdom of princesses Rhyme and Reason, realizing the folly of adhering
to a methodological hierarchy that prevents a richer understanding'of hu-
man beings.
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On the Art and Science of
Qualitative Research in Psychology

Elliot W. Eisner

Research in psychology, like research in other fields, is shaped by ideas and
ideals regarding matters of method. By ideas and ideals I mean beliefs about
what is legitimate to study and how such study should be done. Psychologists,
like others, embrace “religions” that they believe define the right way to do
things. The power—and the conflicts—among these religions is nowhere more
apparent than in debates about the legitimacy of qualitative research in psy-
chology, a field that has struggled so desperately to be regarded as a science.
And the science that has historically been most appealing to psychologists
has been physics, by consensus the most rigorous and fundamental of all the
sciences. Hence it is understandable that when a vision of a scientific psychology
developed in the mid-19th century, psychophysics was the conception that
served as its model.

Psychophysics came to the fore when there was interest in establishing
psychology as an experimental science. It was in 1858 that Wundt first estab-
lished his laboratory in Heidelberg and two decades later created another in
Leipzig. During the same period Helmholtz began his scientific studies of
perception, and Fechner was doing experiments in psychophysics, the results
of which were published in his important work, Elements of Psychophysics
(1889/1966). The German orientation to psychological research was influenced
by the backgrounds that people such as Helmholtz brought with them;
Helmholtz was “by interest and temperament a physicist” (Boring, 1929, p.
288), Wundt a physiologist, and Fechner a physicist and philosopher. Ameri-
cans like G. Stanley Hall and William James traveled to Europe to study with
these German giants, and they returned to the United States armed with
methods they were eager to use and, more important, with beliefs about what
a science of psychology required. Of course they gave what they learned
an American twist, but the influence of their experience in Europe was
unmistalable.

The late 19th century was a watershed for American psychology; it defined
a set of ideas and ideals that is still with us. These ideas were further strength-
ened by the influence in the first half of the 20th century of logical positivism,
operationism, and American behaviorism. For psychology to be a science,
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empiricists argued, it was necessary Lo use publicly replicable procedures and
to use methods of description that were “objective”™—that is, methods that
provided little or no space for the exercise of personal judgment. To meet this
crilerion the phenomena psychologists examined needed to be measurable.
This, of course, imposed constraints on the problems that could be studied;
measurability defined what was legitimate to research. Mind was not a good
candidate for research. Behavior was.

What American psychology fielded during the first 50 years of the 20th
century was a stable of powerful, empirically oriented psychologists, men such
as E. L. Thorndike, James Cattell, John Watson, Clark Hull, and Edward
Chase Tolman. In addition, there were others outside of psychology who pro-
vided comfort and support for the quantification of psychology. These others
were a cadre of German philosophers, members of the Vienna circle, people
such as Otto Von Neurath, Hans Reichenbach, Rudolf Carnap, and Herbert
Feigel, individuals who wanted to cleanse philosophy of the florid excesses of
philosophical language, its obscurantism, and the imprecision of metaphysics.
Their aim was to develop a unified theory of science with physics at its core
and mathematics as its language.

The desire to develop a science of nature did not start in the 19th century,

. however. It started, if one can claim start dates in human history, with the
Enlightenment. For convenience, we may say it started with Galileo and Des-
cartes and-their interest in the measurement of relations. Toulmin described
the impact of Galileo’s and Descartes’ work this way.

The intellectual revolution was launched by Galileo Galilei, and by René
Descartes. It had two aspects: it was a scientific revolution, because it led
to striking innovations in physics and astronomy, and it was the birth of a
new method in philosophy; since it established a research tradition in theory-
of knowledge and philosophy of mind that has lasted right up to our own
times. (1990, p. 14) '

John Dewey makes similar observations regarding the impact of Gali-
leo's worl:

The work of Galileo was not a development but a revolution. It marked a
change from the qualitative to the quantitative or metric; from the heteroge-
neous to the homogeneous; from intrinsic forms to relations; from esthetic
harmonies to mathematical formulae; from contemplative enjoyment to ac-
tive manipulation and control; from rest to change; from eternal objects to
temporal sequence (Dewey, 1929, pp. 94-95).

It is significant that both Toulmin and Dewey describe the shift that Galileo
stimulated as a revolution. It represented in Thomas Kuhn’s terms a paradigm
shift, anew way of seeing and understanding nature (1996). The Enlightenment
was predicated on humanity’s capacity to reason and on human perfectibility.
It embraced the view that nature was orderly and that with human reason
and proper methods its order could be discovered and understood. Scientific
method was the key to discovery and quantification was its prime element. This
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shift from attention to quale—that is, the qualilalive leatures ol experience, to
attention to quanta, matters of magnitude—was a revolution.

In its particulars, according to Toulmin (1990), the revolution that was
the Enlightenment was also represented by a shift in emphasis from the oral
to the written, from attention to the local to attention to the general, from the
timely to the timeless, and from the particular to the universal. Each shift in
emphasis was an effort to move to abstraction, to get the personal and the
subjective out of the process, and to discover those regularities that constituted
the natural order that scientists cared about. The particular was considered
noise in the system. What one wanted was a display of the anatomy of nature,
not its individual countenance. The climate had changed. New ideas and new
ideals emerged. These new ideas and ideals function today as the epistemologi-
cal foundations of most contemporary research in psychology.

Emerging Methodological Tensions

Traditions constitute the glue of culture. They hold things together and are
hard to change. Thus, it is understandable that a field that prides itself on its
scientific respectability should be skeptical about research efforts that are
guided by criteria and methods that differ from the ones that have for so long
prevailed. Galileo’s influence shifted the mode -of description from quale to
quanta, the ramifications of which altered our conception of method. Objectiv-
ity, as I have indicated, required procedures that precluded or severely dimin-
ished the need for judgment; it regarded the presence of judgment as a failing,
a source of error, the location of bias, and the seat of obfuscation. Like the
scoring of ballots, the standards were to be uniform and universal. Judgments
about how a ballot had to be counted were not permissible. What was wanted
was the ability to see things as they really are. The correspondence theory of
truth prevailed. According to Richard Rorty, philosophers and scientists wanted
to hold up a mirror to nature (1979). ]

In addition to the foregoing desiderata, the experiment became the method-
ological ideal in doing research. Never mind issues of external validity; experi-
ments made it possible to locate causes if the experimental conditions were
sufficiently controlled. These beliefs represented a kind of methodological cate-
chism that was to be learned by aspiring researchers seeking tenure and
needing to do really “rigorous” research. Even as late as the 1950s qualitative
research was not an issue; for some it was an oxymoron.

Doing qualitative research became an issue during the late 1960s and
early 1970s with the growing interest in pluralism: methodological, cultural,
and epistemological and with the discontent with research in the social sciences
that often failed to address the everyday realities of ordinary men and women.
For many scholars who felt a need to get close to the phenomena of interest
in their context, the laboratory was not necessarily the best location. If one
wanted to understand how people felt and behaved, one needed to study people
in their natural habitats. Another research perspective was needed, one in
Wwhich judgment might not be all that bad.
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This shift in cultural climate provided the conditions for what we now call
qualitative research. But although the tern “qualitative research” has great
currency, its meaning is not altogether clear. Just what makes a study qualita-
tive and in what sense is it research?

First it should be recognized that all experience is in some way qualitative;
~ qualities are the sources our sensory system picks up as we have intercourse

with the environment. In this sense qualities make consciousness possible. But
if this is so, can there be empirical research that is not qualitative? My answer
is no. The term empirical comes from the Latin empiria, which means to
experience. Empirical research always refers to phenomena that can be experi-
enced, and to be experienced the senses must be engaged with qualities, even
when the qualities in question are imaginative. The study of imaginative con-
tent results in claims about qualities whose conclusions can in some way be
inspected, inferred, or examined.

If'this is so what is the difference between qualitative studies and nonquali-
tative studies? The difference is not that one addresses and describes qualities
whereas the other does not. Both quantitative and qualitative research address
and describe qualities; the difference between the two resides in the forms
used to represent them—that is, in the means researchers use to describe what
they have studied. Quantlﬁcatwn, the hallmark of scientific method, describes
with respect to magnitude. Qualification describes qualities through the use
of descriptive language and the meanings associated with such language. For
example, consider the difference between heat and temperature. To describe
heat is to describe the experience one is likely to have if something is, say,
touched. Temperature, however, is a measure of heat. To describe heat qualita-
Lively is to use words to engender imaginative experience. To describe heat
quantitatively is to measure its magnitude with vespect to a scale. Similarly,
anxiety can be measured and it can also be described linguistically, but the

. two forms of representation provide different information. When the language
used to describe the outcomes of qualitative research are artfully crafted it
allows someone to feel the heat.

Let me also point out that a researcher may obtain a wide varlcty of
quantitative data but choose to portray his or her results qualitatively rather
than quantitatively. For example, a researcher might want te study tensions
between a couple and decides to count the incidence of negative comments they
make to each other over three therapeutic sessions. Clearly the researcher
could report the incidence of such comments, but might choose instead to
construct a narrative in which the character and quality of those comments
were conveyed to a reader.

To experience life in a concentration camp and decide to make its features
public one might want to use statistical charts, but in the end one might want
to tell a story or make a film. The data collected do not prescribe the form the
disclosure can take. For example, William Foote Whyte's Street Corner Society

(1993), a sociological study of Italian life in the North End of Boston, could
have been a film—a different work to be sure—if Whyte had film-making skills
and the desire to do so.

I have been discussing the descriptive features of qualitative research
largely with respect to language use But language has more than one form.
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Consider the description of wine, or the description of a professional football
game by a slkilled radio announcer. In the former, metaphors are used to render
qualities of experience generated by the qualities of the wine. A wine critic
may talk about the wine’s nose or its finish or its roundness or buttery character.
The wine critic’s task is to say the unsayable by using language evocatively.
The football announcer also uses language evocatively and like the wine critic
also possesses a complex lexicon of technical terms to describe what is going
on. What we have in both cases are individuals who can "read” phenomena
in their respective fields and who use language to render the qualities they
have experienced.

The use of evocative language is a means through which the describer
attempts to help a reader or listener secure an image of and feel for the situation
or qualilies being described. The more evocation is engendered through lan-
guage, the closer the description comes to being an art form. The most refined
manifestation of language being used as an art form is found in poetry and
literature, When we read literature we secure a grasp of the contexts; situations,
crises, and resolutions that the writer invents for us. Through that invention
we are able to participate imaginatively in other worlds. Description need not
be linguistic. Description can be visual, as in film or videography. There is
more than one way or means for describing, and each conceals as well as
reveals. Quantification is one, but only one, form of representation. Each form
of representation has,.one might say, its own hias.

Bias comes [rom many sources. One source, as I have already mdlcated
iy the [orm of representation one chooses to use. Some things need to be seen
to be known—or believed. Bias also comes from the fact that the form of
representation one elects to use influences, but does not determine, what one
looks for. Ta paraphrase Abraham Maslow, il the only tool you have is a
hammer, you treat everything as if it were a nail. We tend to look for what
we know how to see or render with the tools we know how to use. Bias also.
emerges from the theoretical frame of reference we apply to the phenomena
we address. Freudians and Hullians see different worlds (Bronfenbrenner, -
1970). Another source of bias comes from the purposes we have; nothing is as
selective as perception, and what we are interested in learmnﬂr affects what
we are likely to look for.

Sources of Meaning in Qualitative Research

The point of the foregoing is to underscore the idea that all forms of inquiry,
like all forms of representation, have their own constraints and provide their
own affordances, including the constraints and affordances of quantification
and experimentation. Mind cannot be uncoupled from matter. The methodologi-
cal question for researchers is not answered by discovering how to secure a
view of the world from the knee of God or how to achieve an ontologically
objective perspective; all perspectives are framed. The question is, what can
we learn from the perspective we take? What we call qualitative research
provides a perspective.
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Lalready alluded to the evocative character of literary and poetic language.
Evocation is largely a function of the way language is shaped—that is, the
form that is conferred on it by the researcher. Those who know how to craft
language (or image if the medium is film) function as artists when they do sa.
The crafting of form is an artistic activity that requires an idea worth express-
ing, the imagination needed to envision a means for doing so, the technical
skills needed to realize in a material the form envisioned, and the sensibility
necded to determine if the form created is likely to be instrumental to the
‘meanings one wants to convey. Such achievements are formidable, yet that is
what the work of art requires.

To illustrate how form affects meaning, consider the difference between
notational and analog systems of representation. In a notaticnal system—
arithmetic, for example—sybstitutability among the elements is possible with
no alteration or loss of meaning. “4 + 4 = 8” can be expressed in an infinite
number of ways: “IV + IV,” “VIII, “9 -~ 1,” and even, if one wants to quip,
“ate.” With notational systems, meaning remains constant even when the form
changes. In analog systems, painting or writing, for example, a change in a
part or section alters one’s experience and hence the meaning of the piece.
Change a section of a painting from red to blue and the experience of the
painting is changed. Alter a paragraph or a word in a paragraph and its
meaning, if ever so slightly, is altered. Those who do qualitative research must
make judgments about such highly nuanced qualitative relationships, and in
" making such judgments, somatic forms of knowing come into play. There is no
algorithm one can appeal to in order to decide what changes might be made
in an analogue system. ;

The absence of algorithms in qualitative research means that the process
of composing must rely on sensibility and seek coherence to achieve credibility.
Language needs not only to be evocative or expressive; its elements need to
be aesthetically composed. To be aesthetically composed the researcher needs
to be a writer. Writing well is an art. It is important to remember that the
crafting of language so that it evokes experience instrumental to understanding
is not a paxlor game. Its function is to enlarge understanding by providing the
reader with a form that informs. Such renderings of form serve epistemic
interests. How such forms inform and issues related to it are addressed in the
next section. :

The Function of Form in Qualitative Research

Just how does a narrative inform? How does a qualitative case study illuminate
the relationships it addresses? How do works like Kozol's Savage Inequalitiés
(1991), or Peshkin’s God’s Choice (1986), or Geertz's The Interpretation of
Cultures (1973) help us understand not only what they address explicitly but
what they convey implicitly beyond the case? There are several means used
by these scholars to inform about in credible ways the cases about which they
write. One of these means is the level of factual detail they use in their writing.
Authors of qualitative studies increase their credibility when a reader comes
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to believe that its author has dune the necessary homework to understand the
situation addressed. Credihility, in part, is achieved by knowmg what is not
obvious about the case.

But if facts alone were an adequate criterion to write a credlble qualitative
case study, the task would not be so demanding. Clearly they are not. What
must also be addressed is the sensitivity with which the researcher reads the
seen (or scene). One cannot describe or interpret what one has not seen or in
some other way experienced. The experience one has comes to lile through the
frames of reference one uses and the extent to which one’s sensibilities in that
domain have been honed to pick up what is subtle but significant given some
end in view. What I have called connoiseurship in the domain in question is
the means through which one makes sense of the phenomena. Good clinicians
know how to see and interpret their client’s comménts and behavior. In this -
sense, connoiseurship provides the initiating conditions for interpretation, an-
other formidable but fundamental aspect of qualitative research.

Interpretation has to do with sense making. What does a situation mean?
What is its significance? What gives rise to it? How can it be'explained? What
theoretical ideas help us understand the action that has taken place? Are other
interpretations possible? Are they competitive? If so can they be resolved or
do we live with multiple interpretations?

The ability to provide a credible interpretation requires a grasp of the
context in which an action occurs. For example, the meaning of an 1nterchar1ge
between a bickering couple may not be understandable without knowing their
history. Behavior is always situated; hence a perspective on the situation
provides a necessary frame for interpretation. Bickering can be an expression
of anger between two people or it can be a way for a couple to remain emotionally
in touch with each other. ‘ )

Although refinement of the sensibilities in a domain is a way to become
aware, the meaning of what one has noticed requires a construction on the
part of the researcher. This construction is an act of interpretation. It is worth
noting that news analysts and political scientists ply their trade trying to make
sense of extremely complex and often rapidly changing political panoramas.
It is also worth remembering that we seek their comments to better understand
what on its face might seem simple, but which may not be. For example,
undermining the power of a repressive leader in a foreign country might look
good from one angle, but it might destabilize an entire geopolitical area, a
disease that could be worse than the cure. Such political ramifications might
not be immediately apparent.

What we have in this bare-bones scenario is an example of a nascent form
of qualitative research: A situation or an array of situations is examined, the
data are likely to be collected from multiple sources, and the task is to determine

" what the situation means. In this process meanings may be multiple, depending

on the population for whom the situation has meaning. In addition, the interpre-
tation of the situation for any one population may be multiple; there is always
more than one way to see and interpret something. Sensibility, reference group,
context, and theoretical frame are all consequential in the construction of an
interpretation. From the examples I have described it should be clear that
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yualitative research is far more than the creation of a vivid description of o
state of aftairs; it is an effort to make sense out of it—that is, the aim of
qualitative research is not'only to give an account, but also to account for.

Let me review the argument so far, It is this. The Enlightenment created
an orientation to nature that put scientific rationality on the pedestal of proper
method. This orientation to the study and discovery of nature’s regularities
animated those interested in creating a science of psychology. This science was
to be built on a conception of objectivity that was believed to be best realized
through the measurement of behavior. Mind was out, behavior was in. The
[ocus and investigatory practices of American psychologists, influenced as they
were by their German counterparts, was on the measurement of what was
empirical. The conception of method that was and is inherent in this view still
dominates and animates American psychology today.

However, in the 1960s ihterest in what has come to bé known as qualitative
research began to emerge in American social science. Qualitative research is
differentiated from what is commonly referred as quantitative research by its
form of disclosure. Qualitative research uses language and image to capture,
describe, and interpret what is studied. The language it uses operates on a
continuum extending from the literal to the literary, from the factual to the
evocative. In expanding the conception of permissible method it challenged the
hegemony of quantification and it created a new array of criteria to guide
empirical research in psychology. The features of qualitative research and the
criteria that can be applied to appraise its quality is what the remainder of
this chapter addresses.

Generalizing From Case Studies

One feature of qualitative research pertains to matters of generalization. In
conventional forms of statistical research the canons for generalization are
comparatively clear. In simplified terms, one needs to identify a population,
randomly select a sample from that population, measure two or more variables,
and ealculaie the probability that the relationships one might find among those
variables are statistically significant. If the selection of the sample has been
random, the relationships one finds among variables are likely to be found, a
fortiori, in the population from which it was drawn. But what about single
case studies? Can one generalize with a population of N = 1? And if one cannot,
what is the point of the enterprise?

Generalization comes in several forms. The form I just described is an
example of statistical generalization. There are as well naturalistic generaliza-
tions. Naturalistic generalizations are like the generalizations we make during
the course of ordinary living. None of us randomly select our experiences, yet
we learn from those experiences and we use them to influence subsequent
choices. We correct decisions we have made in light of subsequent decisions
and we extract from those experiences “lessons” that guide our decision making.
The lessons we learn represent what we have come to understand. Through a
process that might be described as successive approximation we learn to make
betler judgments when we need to judge or decide. Imagine the limited range
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ol our ability to generalize if the only data we (.ould use to do S0 were those

‘derived from randomly selected events... ...

- "dddition to naturalistic generalizations there are generahzatlons de-

rived from what might be called canonical events. These events are perhaps

best represented in the arts. They are events that are made vivid by a kind of
compression that confers on them a power to help us notice what we might
otherwise miss seeing. The noticing I speak of pertains not only to the work
as rendered but also to that class of objects, situations, and phenomena that
the work exemplifies. For example, One Flew Over the Cuckoo’s Nest (Kesey,
1962) gives us a picture of what life in a mental institution might be like. The
story is powerful, and although it makes no claim that it represents all such
institutions, it performs a heuristic function by reminding us in vivid terms
what Erving Goffman described in his work, “Asylums” (1961). Works of art,
whether in literature, the visual arts, or-in qualitative research, can provide
a structure, a kind of anticipatory schemata, as Neisser (1976) might say, that
facilitates our search. In that sense the work constitutes a heuristic that has
appllcatlon beyond the case it addresses. And in that sense 1t generalizes; it
is about more than itself. :

We tend to regard generalization as forward- lookmg—that is, we general—
ize to anticipate. But generalization can also help us look backward, it can
reorder our past. By reordering our past the lessons learned through qualitative
case studies may indeed change our interpretation of the events we previously
regarded or understood quite differently. Consider revisionist history or the
lessons taught to us by feminists who afforded us an entirely different interpre-
tation of the messages in Dick and Jane readers.! Of course revising our past,
engaging in what I have called retrospective generalization, is not easy; we
are all invested in our own stories, but changes in perspective are possible and
in this day and age they are not uncommon. The point of these comments is
to challenge the belief that N = 1 can have no lessons to teach. It can. It can
provide a heuristic that increases the efficiency of the search and that can
guide decision making. In fact, it is our most common mode of generalizing.

Another concept relevant to' the conduct and assessment of qualitative
research has to do with matters of validity. Validity is sometimes regarded as
an inappropriate criterion in qualitative research: Some believe that its history
in statistically driven research and its association with mental testing have
conflerred on it a coloration that is incongruous with the spirit of qualitative
work. I do not agree. The term valid, if one compares it to its opposite invalid,
refers to unimpaired, well-grounded, justified, or strong. We want, insofar as
possible, to create work that is unimpaired, well-grounded, justified, or strong
(Stake, 1974).

How can we appraise such qualities? Let me suggest some criteria for
determining the validity of qualitative research. There are three I want to

'Dick and Jane readers were among the most widely used basal readers in American schools
during the 1930s, 1940s, and 1950s. They exemplified gender stereotyping in the roles they assigned
to men and women in both the text that students read and in the visual images displayed in the
basal reader.
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advance. First, we can try to determine if the work in question is structurally
(:(n.'l'()b()ruted. By structural corroboration I mean that there are sufficient “data
points” converging on a point or conclusion to support that conclusion. In a
sense, structural corroboration is like circumstantial evidence; it allows one to
draw a conclusion or, in the case of the law, to determine a verdict by the
preponderance of evidence, evidence relevant to the verdict. Structurally cor-
roborated gualitative research confers validity—strength—to the conclusions
drawn.

A second criterion for determining validity pertains to referential ade-
quacy. A qualitative study is referentially adequate if the work in question
enables a reader to see the qualities described in the work. The function of
qualitative research is to enlarge human understanding. The work is a vehicle
to that end. It accomplishes that end when what the work describes can be
seen by others through the worlds capacity to reveal or illuminate. In this
sense, the work performs a function similar to a theory; it organizes perception
so that awareness and meaning are enhanced. In a sense, the qualitative
researcher, like the critic, serves as a mid-wife to perception.

A third criterion for appraising the validity of qualitative research is con-
sensual validation. By consensual validation I mean something like interrater
reliability or interjudge agreement. Do two or more qualitative researchers
come up with virtually the same conclusions or observations if they study
the same phenomena (Eisner, 1998)? Two comments are appropriate. First,
examples of what is sometimes called replication is rare in qualitative research,
though one example of it is in the independent studies of Highland Park High
School by Philip Jackson and Sara Lawrence Lightfoot (1981). These two inde-
pendent studies do overlap substantially in both their observations and their
conclusions. Other examples are, as I said, difficult to find. When studies do
overlap, confidence in the observations and conclusions is likely to increase,
but there is no guarantee that consensus might not be misleading. Researchers
embracing different interpretive frames may see different things or even if

“ . they see the same things they might interpret their meaning differently

(Eisner, 1993).
. This brings us to the second comment. Differences in description and
interpretation among two or more qualitative researchers may be a result of
¢ the fact that they attend to different phenomena in the “same” situation. The
better question to ask is not, in my view, do the researchers issue the same
report, but rather what does each report illuminate? What is it that I can do
or understand after having read it? Put another way, the question has to with

pragmatics: What can I do with the study?
Such a criterion is not without precedent. There are literally thousands
‘of critical reviews of Macbeth. We neither calculate an average score among
critical appraisals nor do we try to identify the one true critique. We ask what
each reveals. Situations like works of art have multiple layers of meaning, and
what we would be wise to seek is what the analysis does to sensitize us to
those layers.

. Asking about the meanings rendered about a qualitative study relates to
¥t5 generativity. What is generated? Two things. First, the meanings I have
Jjust described. Second, fresh concepts that are the products of what the re-
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searcher has seen. By fresh concepts I mean terms such as “logofiction,” a term
invented by Peshkin (1997) to highlight the ways in which anthropologists
have distorted so much of Native American culture through the use of the
written “logo”—that is, word. Or, to consider another example, the coining of
the term “treaty” by Powell, Cohen, and Farrar (1985) to describe a kind of
collusion between high school teachers and students wanting to find a way to
live with each other over the course of a school year. The point is that the
careful and sensitive study of situations cannot only reveal what is distinctive
about them, it can also provide the material to bracket phenomena that can
be named and used to search and find similar conditions elsewhere.

What all of this leads to is-the acknowledgment of nonscientific forms of
knowing, a notion advanced by philosophers such as Ernst Cassirer, Susanne
Langer, John Dewey, Nelson Goodman, and more recently by social scientists
such as Mark Johnson and neuroscientists such as Antonio Damasio. Nonscien-
tific forms of knowing relate to knowing how and'to knowing that. Knowing
how is related to “know-how”—an action that one knows how to perform without
necessarily understanding why what one does works. Knowing how to ride a
two-wheel bike while leaning as one makes a turn is one example. Few people
can explain the physics of the actiod,” =~ " - :

But nonscientific knowing also pertains to knowing that, and the that that
is known can be what a situation feels like or the sense of elation or pride that
someone feels. In these matters it is the artistic treatment of form that carries
the reader into these forms of understanding. In other words the arts and
the artistic treatment of a medium—Ilanguage and image—provide portals to
experience, experience that enlarges comprehension.

The power of the artistic treatment of language to inform was described
poignantly by the American writer Wallace Stegner. At the end of a radio
interview he was asked what a piece of fiction needed to be to be great. He
paused and then said, “For a work of fiction to be great it has to be true.”

If artistically crafted work informs, what are the implications for the con-
duct of research in psychology? One implication stems from the realization
that bias is conferred by omission as well as by commission. The absence of
arts-based research is an absence of opportunities to learn, which, of course,
is the penultimate mission of research. For more than a few the very idea of
arts-based research is oxymoronic. Research is a scientific enterprise, or so it
seems. But is it? Is it exclusively so? Might it not be the case that science is
a species of research rather than research a species of science? If a philosopher
explores the construction of meaning in philosophy, is it not research. Is all
historical writing scientific? Not according to Isaiah Berlin. When a novelist,
such as Berlin, investigates a community to write about it and then experiments
with prose to try to get it right, does that not count as research? I cannot see
why not. Thus the questions I am raising are intended to problematize the
traditional and comfortable notions that became a part of the psychological
research traditions since the mid part of the 19th century.

Lest the reader believe me to be Pollyannaish about the usefulness of an
arts-based approach to qualitative research, let me recite some of my concerns.

First, attention to the aesthetics of language or image may override fidelity
to the situation one describes. The arts and artistic matters have their own
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compulsions, and these compulsions can lead one to sacrifice “Lruth” for interest
in or satisfaction with form.

. Second, there is inherentin the arts what might be called semantic ambigu-
ity. This ambiguity that could serve useful generative purposes might also
make artistically rendered material difficult to interpret.

Third, the pursuit of novelty in arts-based approaches to qualitative re-
search might undermine its practical utility. Investigators might become so
enamored with pursuit of creativity that the real needs of consumers might
be overlooked.

Fourth, the ability to use new media requires as much skill as the ability
to write, yet there are very few programs that promote the option of using new
forms of representation and that provide the means for students to develop
the necessary skills for using them.

Fifth, doctoral faculties may not have on their roster members who know
the wiedium and the art form well enough to offer useful assistance. For doctoral
students this is reason enough to abandon novel approaches to research and
to stick with the tried and true.

-8ixth, there is the matter of publication. Academics have historically occu-
pied a print culture. Where will nonprint material see the light of day? The
Internet might provide an answer; we will have to see.

Seventh, there is the matter of the recalcitrance of some faculty to entertain
approaches to research that do not echo the faculty member’s pet methodelogi-
cal inclinations. Changing such dispositions might be among the most formida-
ble challenges that forward-looking young researchers may face.

In this chapter I have described the ideas and ideals that animated interest
in the creation of a science of psychology. These ideas, born in the mid-19th
century, have continued to serve as foundational principles for conducting
psychological research. But what we also see is the development of other founda-
tional ideas, ideas that rest on different premises. It is not surprising that there
should be controversy and at times conflict about competing ideas regarding the
conditions of legitimate research, yet despite these conflicts psychologists like
other social scientists are using qualitative research to better understand what
might be called “the human condition.” In this effort the arts have gradually
emerged as sources that have the potential to further such understanding.
Whether arts-based psychological research becomes a viable option in psychol-
ogy remains to be seen. What we do know is that it has sharpened our awareness
of the varieties of knowledge that humans use to cope with the world they
inhabit. The awareness that this examination of the arts has generated is
alone a significant contribution to a science of psychology.
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. Methodology Makes Meaning:
| . How Both Qualitative and
- Quantitative Paradigms Shape
" Evidence and Its Interpretation

‘ A‘ Jbéeph E. McGrath and Bettina A. Johnson

Most discussions of qualitative versus quantitative methods are not ultimately
about_the use or avoidance of numbers and arithmetic per se. Rather, they
include a much broader and deeper set of issues involving fundamental features
of the paradigm by which we pursue science. Most of the contemporary argu-
ments urging the use of qualitative approaches are thoroughly embedded
within a more general critique of the overall scientific paradigm as applied in
our field. Telling critiques of that paradigm have been made from several broad
perspectives (called such things as contextualism, perspectivism, construction-
ism, feminism, and several interpretive perspectives; e.g., Denzin & Lincoln,
1994; Kidder, 1981; Lincoln & Guba, 1985; Smith, Harre, & Langenhove, 1995;
VanMaanan, 1979; VanMaanen, Dabbs, & Faulkner, 1982). The common issues
in these critiques are (a) the faults of the positivist philosophy of science; (b)
the faults of laboratory experimentation; (c) the faults of psychology’s theory
of measurement and error; (d) the sometimes dubious claims regarding the
preeminence of objectivity; (e) the reductionistic tendencies to focus on micro-
level directional, mechanical-causal hypotheses stated in terms of abstract
variables rather than natural, context-situated processes; and (f) the search
for predominately linear relations among variables. Critics argue that because
of these faults, the current paradigm is providing us with a limited and distorted
picture of phenomena involving human behavior.

Critics have also pointed out that the natural sciences, from which we
borrowed our current dominant paradigm, have already abandoned it in favor
of other perspectives that better deal with time, causality, and a number of
other issues. Therefcre, they argue that social and behavioral scientists should
follow this example and institute what Smith et al. (1995) call a “new paradigm”
or what Lincoln and Guba (1985) call a “naturalistic paradigm.” In these and
other critiques, an emphasis on qualitative rather than quantitative ap-
proaches is just one part—although an important part—of their proffered
replacement paradigms.

31
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Within these various critiques of positivism there often seems to be an
unstated assumption that, because the present positivistic-experimental-
reductionistic~analytical-quantitative paradigm is not working, the alterna-
tive paradigm that they offer—which is not positivistic, not experimental,
not reductionistic, not analytical, and not quantitative—must be better. Our
chapter will probably carry some of that flavor as well. We will try, however,
not only to point out the ways in which the dominant paradigm, with its strong
preference for quantitative evidence, shapes and constrains the empirical evi-
dence that can be obtained by it, but also to point out the parallel ways that
exclusive use of alternative paradigms, with equally strong preferences for
qualitative evidence, shape and constrain the evidence as well.

We do not offer a totally balanced approach, however. Much of the discus-
sion of this chapter will dwell on the limitations and constraining effects of
the set of assumptions that are embedded within the dominant positivistic
paradigm and the associated methods such as experimentation. Such discus-
sion is worth presenting, we think, because the premises of that position are
so widely taken for granted, not only in our presentations of scientific informa-
tion but also in our very training in how science is—and ought to be-—done.
In this chapter, we will have much less to say about the limitations and con-
straining eftects of the assumptions of alternative perspectives underlying
qualitative approaches. That is in part because those assumptions are less
well-formulated and uniform and in part because the positivist, quantitative
assumptions are so embedded in our discourse.

Qur position is not that either qualitative or quantitative approaches are
good and the other bad. Rather, our position is that all paradigms for obtaining
empirical information about the behavior of human systems pose serious episte-
mological and evidential problems—and that different paradigms pose differ-
ent, though equally serious, problems. We also believe that the field needs
more use of both qualitative and quantitative approaches. They pose different,
and complementary, strengths and weaknesses, and, methodologically, we need
all the help we can get.

In the rest of this chapter, therefore, we will discuss many of the specific
criticisms that have been raised in the qualitative versus quantitative debate,
which are part of a much larger set of issues relevant to all research. Many of
these issues have to do with basic assumptions and issues at the paradigmatic
level, where the appropriate sources of empirical evidence are determined.
These are discussed in the first section of the chapter. Other issues deal with
approaches in the treatment of empirical evidence at the operational level.
This level involves the collection and processing, aggregation, analysis, and
interpretation of the empirical evidence that is deemed appropriate under a
given paradigm. These are discussed in the latter sections of the chapter. In all
sections, our aim is to show that both quantitative and qualitative approaches
involve choices and assumptions that constrain data and therefore the conclu-

- sions that can be drawn from them. Throughout the chapter, also, we will .

concentrate on raising and clarifying the epistemological and methodological
issues that beset both qualitative and quantitative research. We will leave to
other chapters of this book the task of ‘proposing and explicating viable and
effective strategies for handling these issues within qualitative approaches.
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Table 3.1. Assumptions of Positivistic and Alternative Paradigms

Question Positivist assumption Alternative assumption
1. Relation of Facts independent of E Facts and E
experimenter (E) interdependent
to “facts” ) )
2. Relation of E to S independent of E S interdependent with E
subjects (S)
3. Role of context in Can and should extract Should study. systems
studies of systems ‘essence of phenomena cmbedded in context;
from context meaning is situated
.4, Science-and values Can and should be Cannot be value-free;
C value-free must make values clear
5. Status of E and S as E superior to S as knower E and S part of and
knower and observer and as observer influenced by same
context
6. How to advance Use analytical, Use holistic approaches;
knowledge ~ reductionist approach; seek patterns of:
seek universal relations with situated
cause—effect laws at meaning
. microlevels
7. Criteria of progress Predict and control via Understand Pahtterr.ls of
in science generic cause—cflect human activity via )
’ relations many forms of causality

- Some Basic Issues at the Paradigmatic Level

" We start our consideration by presenting a set of seven assumptions that are

embedded within psychology’s established positivist research paradigr.n—at
least as practiced within quantitatively oriented research in psychplogy in the
latter half of the 20th century. For each, the positivistic assumption is listed
in one column of Table 3.1, and the contrasting assumption that is sometimes
proposed by various alternative paradigms is listed in another cqlumn.
These assumptions are highly intertwined, some of them with layers of

- sub-assumptions. Moreover, some of them are on the borderline between being

logical and necessary assumptions and being strongly preferred pr‘actices, The
import of these seven assumptions, and their proposed altgrnatlves, can be
discussed more cogently by organizing them into three crucial sets of issues:
reality and objectivity; forms of causality; and studying phenomena in dy-
namic context.

Reality and Objectivity

For psychology and other social sciences, the dominant philosophy of ‘Sf:ignce
that drives our views of the existence and pursuit of knowledge is positivism.
Positivism is committed to the following ideas about the nature of reality: (a)
that there is an orderly, material world that is independent of the observer
(and of the observed individuals in the case of research on human systems);
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(b) that it is in principle knowable, via rational inquiry;‘and (e) that the knowl-

edge thus gained is (or in principle can be) independent of the observer. This"

is philosophical realism in undiluted form.

The idea of objectivity plays a pivotal role in our scientific enterprise.
Th.e phenomena we study, our procedures, and we as researchers must attain
obJ(?cLivity for the knowledge we obtain to also be objective. Attaining or presup-
posing objectivity in these different senses requires many different (and some-
times conflicting) assumptions and procedures, all with profound implications
for both qualitative and quantitative research. This section discusses some of
the issues and problems raised by the pursuit of objective knowledge.

. Foremost in positivism is the idea of the existence of an objective world,
a single, fixed reality that we can come to know. To gain knowledge, positivism
requires the procedures that are called “measurement” in psychology: observing
the essential elements of the phenomena in question (i.e., the “essences”) and
rendering them in systematic and explicit (preferably, mathematical or quanti-

tative) form. Ultimately, there is often the additional assumption that the-

formulation of findings in mathematical form will in itself give us insight into

the natu}'e of reality. That is, we sometimes assume that our mathematical
formulations somehow capture the fundamental principles of phenomena in -

the “real world.” It is also assumed that proper application of these scientific
procedures yields, if not certain knowledge, then at least knowledge that is
very compelling. .

Positivism also assumes that these “observables” are different in kind from
the metaphysical, and that those differences are obvious and not a function of
the .obscrver and his or her definitions. This raises a long-standing epistemologi-
cal issuc dating back at least to the British philosophers of the Enlightenment
era: the issue of whether anyone can “know” reality (if indeed there is a single
anF] fixed reality) in the sense of having certain and undistorted representations
of it. Critics argue that knowledge of our sensations or Sensory experience is

not “pure” knowledge at all; we use our values and beliefs to transform sensory

cxpel:iences into words or other expressions. If all perceptions are in part a
function of the perceiver—not only in regard to the limitations of our sensory—

perceptual system but alse in regard to the impact of values and attitudes on -

percep.tion (i.e., the notion that to some degree believing is seeing)—then each
of us Ilves. in his or her own unique “reality.” Ultimately, that view leads to
some version of constructionism or social constructionism, which hold that our
perceptions of reality are viewed through a lens focused by societal norms and
values. Thus, apart from the ontological issue about the nature and even
thg existence of a fixed, singular, and knowable “reality,” there is also the
epistemological issue of whether we ever could objectively know/recognize such
a reality if it even exists. '

Those adhering to the positivistic paradigm deal with many of these issues. -

by seeming to acknowledge that subjects (Ss) cannot be objective viewers of
reality, but nevertheless maintaining that experimenters (Es) can be. This
esse'ntfially treats the scientists who are studying human behavior as having
a privileged epistemological status—as somehow being exempt from influence
b.y the very “laws of human behavior” that they are studying. By these assump-
tions, social and behavioral scientists “at work” are considered not to have any
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stereotypes, heuristic biases, attribution tendencies, expectancies, forgetting,

- perceptual distortions, conformity tendenciés, or any other “nonrational” ten-

dencies, however human. By maintaining this detachment from the phenomena
being studied, the E is supposedly able to avoid affecting the research process

" or the “objects” under study.

This view also implies that those Es, because they are “detached,” thereby
have a better understanding of the meanings of the phenomena (in the lives
of the Ss, in the case of human systems) than do the Ss themselves. In effect,
these assumptions presuppose that the E is superior to the S both as a “knower”
(that is, in being able to formulate and conceptualize the nature of the phenom-
ena that are being examined) and as an instrument of observation (that is, in

" being able to observe facts “objectively,” without bias).

‘Critics of this perspective, however, argue that Es are indeed fully
“attached” to the research context, whether they wish to be or not. In effect,
human scientists are themselves involved in the matters they are trying to

- ask about, not just detached observers of those matters, whether they wish to

be or not (see, e.g., Faulconer & Williams, 1985). There is considerable research

- evidence in support of the interdependence between E and S. Some research
evidence suggests that even relatively static characteristics of an experimenter
(e.g., sex or status) can systematically affect the behavior of individuals in an

experiment (reviewed in Unger, 1981).

Many qualitative researchers further argue that the desired “detachment”
of the E from the context is a disadvantage. Ss often have an especially valuable
standpoint for understanding the phenomena that are a part of their lives. In
this view, the very detached standpoint that is so prized in the positivistic
paradigm may well be a handicap in understanding human behavior in circum-
stances that are outside the realm of experience of the E. We have long recog-
nized, for example, that many of our theories—and the data of the studies
supporting them—carry an ethnocentric bias that imposes the preconceptions
of the researcher’s or theorist’s culture on the phenomena being studied,
whether or not that is appropriate in the given case (Jaeger & Rosnow, 1988).

It is ironic that the idea of objectivity often ends up getting “operationally
defined” as intersubjective agreement—that is, agreement among researchers
(Hyman, 1964; Kaplan, 1964). On this question, Hyman (1964, p. 33) wrote,
“The requirements of objectivity and reproducibility are captured in the defini-
tion of science as ‘the study of those judgments concerning which universal
agreement can be obtained, ” which Hyman attributed to N. Campbell (1952).
This conception of objectivity is essentially the very opposite of those other
meanings of objectivity, all of which pivot on the idea of facts separate from
the human fact gatherers. Moreover, if agreement is the key to objectivity, then
one must ask, “Agreement among whom?” The de facto answer to that question
is, “Among the community of legitimate ‘knowers,’ properly trained and creden-
tialed scientific experts in the area of study.” And that answer is a foot in the
door that can be used to justify all sorts of nonrational schema (e.g., Pril-
leltensky, 1989).

In this discussion, we want to acknowledge that many researchers do
seriously consider some (but not all) of these issues. Many adhere to Campbell

and colleagues’ “hypothetical realism” (see various chapters in Brewer & Col-
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ling, 1981), in which successive waves of inquiry and interpretation yield formu-
lations thatl approach the underlying reality in progressively more accurate
approximations. Such hypothetical realists assume that a true reality exists
but also assume that the information obtained about this reality through ouri
current methodologies will always reflect it imperfectly. Most researchers

would take seriously the possibility of inaccurate assessments of it by any’

particular observer or instrument and would also assume that some methods of
measurement are more accurate—in other words, more objective—than others.
Hypothetical realism does not, however, resolve the underlying epistemological
problenis raised by critics of positivism in regard to realism. '

. Furthermore, many researchers follow the positivistic belief that quantifi-
cation truly captures the underlying nature of reality, without considering
many of the limitations and constraints that it brings. Quantification imposes
avery strong meaning system on the information thus gathered—the meanings
that are implicit in various arithmetics and mathematics. This, in turn, imposes

many assumptions about substantive elements and relations (e.g., linearity,

L{nidir.rlensionality) that go with that meaning system. Building those assump-
tions into the evidence “in advance,” as it were, tends to hide the arbitrary,
value-laden, error-laden nature of the measurement process itself, and of the

mapping ol abservations to conceptions. Furthermore, in the analysis stage,

application of quantitative techniques such as inferential statistics and signifi- .

cance testing gives a powerful—but absolutely arbitrary—basis for resolution
ol'issues of interpretation (e.g., is there or is there not a “real” difference?). It
thereby hides the issues that are in dispute. We therefore regard quantification’
as a mix?d blessing, and ask, along with constructionists, feminists, and other
critics of positivism: Why not both quantitative and qualitative information?

Forms of Causality

By and large, mainstream research in psychology has made use of a very
narrow view of causality. Long ago, Aristotle articulated four forms of causal-
ity—formal (quality or essence), final (end state or goal), material (physical
make-up), and efficient (effects of prior events; i.e., mechanical cause; White
1990). But classical positivism has focused almost completely on the latter.,
Moreover, the form of efficient causality that positivistic research tends to
empbasize is a reductionistic, directional, linear- form. This type of causal
relgtlon involves two or a very few micro-level variables, with A causing B
which m turn causes C, and so on, in a chain-like series of reactions. ’

o Critics of positivism have argued that we not only need a more multivariate
bidirectional, and systemic view of efficient causality, but we also need.to’
pursue some of Aristotle’s other forms of causality as well. Critics argue that
cau;sal relations in human systems operate at multiple levels, with microlevel
variables having effects at higher system levels and vice versa. Some also argue
that atteplpts to develop laws within closed systems such as experimental
]aborgtones necessarily yield laws that are too simplistic to explain behavior
(Man}cas & Secord, 1983). Because causal processes are also often bidirectional
(A affects B and B affects A as well), a holistic or systemic view of causal
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relations advances our understanding more than does the microlevel, chain-
like view. .

Regarding other forms of causality besides efficient cause: Critics of positiv-
ism argue, first, that human behavior is characterized by intentionality, which
irrevocably alters the nature of causal relations. Humans, both individually
and in various collective-level systems (groups, organizations, communities),
set goals and pursue them—often over long periods of time, often via subtle and
complex strategies—which amounts to a kind of “final” causality or teleology.
Moreover, human systems, at individual and collective levels, exhibit patterns
of growth and developmient that can be understood most clearly in terms of
the idea of “formal” cause. There are also some situations in which Aristotle’s
ideas of material causality apply, as well. (See Arrow, McGrath, & Berdahl,
2000; Brand, 1979; Lincoln & Guba, 1985.) .

_The quantitative methods that predominate in the positivistic paradigm
almost universally adopt this narrow interpretation of efficient cause. The

- culture of psychological research is biased in favor of experimentation, most
often experiments that isolate a few variables in a closed system (the laboratory)
"and examine their effects. To analyze and interpret data from experiments,

we rely almost exclusively on the logic of null-hypothesis significance testing

"~ and inferential statistics (see later discussion). We can best test our hypotheses

with inferential statistics if: (a) the hypotheses are in the form of directional
relations between reliable, valid measures of a small number of unidimensional
variables, (b) the experimenter manipulates the causal variable, and (c) ail
other variables are (i) held constant, (i) equated via statistical controls, or (iii)
equally distributed among conditions via random assignment of cases.

This has been and is a powerful technology for investigation of human
activity, as it has been for study of other species and of physical systems as
well. By adopting a powerful set of assumptions and a strong set of manipula-
tion, control, and measurement operations, the experimental paradigm has
allowed us to make tremendous advances in our knowledge over the past
century. The trouble is, of course, that what we “know” we know only within
the context of those assumptions and tools; and that knowledge is valid only
to the extent that all of the underlying assumptions hold. When one considers
the assumptions listed for positivism in Table 3.1 (e.g., that E does not affect
the behavior of S), we must have reasonable doubt about the validity of evidence
gained by experimental means.

There are many situations, of course, for which the strong forms of experi-
mentation are either not possible or unethical. In some situations, where true
manipulation of causal variables is impossible (e.g., sex or age), researchers
often ignore this impossibility and treat these variables as though they had
manipulated them, so that inferential statistics can still be used. For most of
these instances, the positivist paradigm as practiced in psychology does allow
tests of covariation between measures of two or more variables, though this
approach is considered a much weaker form of inquiry. In such correlational
analyses, a determination of the direction of causality, if any, is put in abeyance.
In general, correlational relations do not permit inferences about causal direc-
tion, although time-lagged correlations do allow indirect causal inferences. But
correlational studies exhibit all of the other features of the positivistic logic of
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A narrow cfficient causality: They generally deal with two or very lew micro-
tevel variables; they take no account of any system-level processes ar con-
straints; they are most often tests of linear relations, and virtually always of
monotonic ones; and although they do not formally specify direction they seldom
posit bidirectionality. Therefore, correlational methods still incur all of the

restrictions and constraints inherent in the efficient cause perspective, without

the advantage of strong causal inferences. : :
Critics of positivism imply that the quantitative nature of our evidence

eneourages such a limited and narrow view of causality. Our tools for quantita-

tive analysis make the testing of multivariate relations possible but difficult

and 905tly in terms of requirements for numbers of.cases that can be “treated
as alile.” Thus, although multivariate ANOVA and similar techniques extend .

ANOVA to allow for tests of several depende_nt variables at once, the number
of independent variables'that can be examined in any one analysis is still

quite limited. Many of those tools require the imposition of some very strong -

assumptions, such as linearity of relations, unidimensionality of measures,
multivariate normal distributions, uncorrelated error components, and homo-
geneity of variance. Results of statistical analyses have the méanings they
purport to have only insofar as both the empirical data and the underlying
substantive phenomena actually conform to those assumptions (i.e., relations
are actually linear, errors are uncorrelated, and so on, in both the data of the

study and the “real world” sourse of those data). Thus, our quantitative analysis -

tools seriously ‘alter and constrain the meaning of results. )
‘ The logic of experimentation, and the most commonly used toéls for quanti-
tative analysis, also have additional effects on the kinds of research questions

we tend to ask in a quantitatively oriented psychology: For example, they make -

it very difficult to study processes over time, while at the same time, they
provide a number of techniques that encourage the conduct of our studies in
the form of one-shot or very short-term before—after designs. Some of these
issues are discussed in the next part of this section, which deals with sﬁudying
phenomena in dynamic context.

Studying Phenomena in Dynamic Context

Positivism’s focus on efficient causality has indirectly influenced the way re-
searchers treat the context in which phenomena occur. Psychology’s very strong
preference for studying human behavior is by extracting variables from the
contexts within which they are embedded. In that view, any features other
than the specific independent or dependent variables being studied amount to
noise. Our logic of inquiry—most notably in its experimental forms—requires

that we get rid of such noise through experimental controls or statistical con-.-

trols. These practices are so deeply embedded in the quantitative paradigm that"
they function as though they involved underlying and unquestionahle axioms.
Critics of the positivist paradigm argue that human behavior is situated—
that is, that its very meaning depends on the context within which it occurs
(e.g., McGuire, 1989). Many of these critics argue in favor of programs of
research that capture many different features of the context affecting the
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phenomenon of interest, because no one single methodological perspective can
capture all this complexity (Jacger & Rosnow, 1988). They argue that the
tendency for researchers to use the same methodologies, operationalizations,
and samples restricts researchers’ ability to examine the complex relations that
exist in the real world (McGuire, 1973). Moreover, focusing on only proximal or
immediate causes for behavior can obscure the effects of higher level causes,
such as sociological factors (Scarr, 1985). So, from the point of view of all of
these critiques, far from being noise the embedding context is a vital part of
what we should be studying.

One very special part of context for human behavior is the temporal con-
text(s) within which that behavior occurs. Positivism, as it has been applied
in our quantitatively oriented psychology, has treated that temporal context
with substantial neglect in several ways (Kelly & McGrath, 1988). First of all,
the logic of positivism holds that: (a) effect must not precede cause; (b) all
(causal) processes take time to unfold (though, of course, different processes
may take different amounts of time); and (c) there can be no action at a temporal
distance (that is, the causal process must be temporally connected to the occur-
rence of the effect, either directly or via intervening subprocesses or subeffects).
Though there is usually much concern to take the first assumption into account,
the second and third are largely ignored. Virtually no theories in psychology
make statements about the time required for given causes to have their effects,
much less precise statements about the functional patterns of those cause—
effect relations over time. Moreover, most studies that purport to measure
(efficient) cause—effect relations are done over relatively short periods of time,
il indeed they are not just one-shot studies (i.e., with a single wave of observa-
tion or measurement of all variables concurrently). There are, of course, a
number of relatively sophisticated approaches to the study of data using mea-
surements over time (e.g., time-series data, growth-curve analysis; see McGrath
& Altermatt, 2000, for a discussion of a number of them in relation to the
study of human groups). Sadly, the use of such methods, and the collection of
data for which they would be useful, is still rare in many areas of psychology.

The positivistic paradigm neglects temporal matters in another way, as
well. When variables are measured more than once, it is a common practice
to minimize variation over time, by adding and averaging across successive
measures of the same variable. The adding and averaging is done to obtain a
more reliable (i.e., more unchanging over time) measurement. Doing so pre-
sumes that the underlying concept in question is indeed stable over time, and
that all variations in a given measure over time amount to error. Critics of
positivism argue that many if not all aspects of human behavior and therefore
all of our “variables” change over time (at least in principle).

These assumptions can be reasonable or ridiculous, depending on (a) the

. variable, (b) the context, and (c) the size of the time interval. For example, if

the period of time over which the measures are taken extends from the individu-
al’s st to 30th birthday, it is almost certainly inappropriate to add and average
them, regardless of the nature of the variable. In contrast, if the period of time
over which the measurements extend is a matter of seconds, it is likely that
adding and averaging may be appropriate for a wide range of behavior vari-
ables. Most actual cases, of course, lie somewhere in between these two exam-
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(I_)LI;L:]V:CZII 80 the judgment about their temporal patterning is much more
One set of critics of positivism (Arrow et al., 2000; Baron 1994,
Nowak, 19.94; Vallacher & Nowak, 1994) go a step further. Ti\ey aﬁlr,g%xzt?}?;tgg
proper logic of inquiry would include or even focus on tracing the patterning
og key system variables over time. For example, Gergen (1973) urged psycholo-
gists to focus more on cross-cultural research and content analysis of behavioral
recm'd.s.f'rom historical periods to determine the contextual scope and temporal
durability of vonclusions about huinan behavior. Latane and Nowak (1994)
?;?eBtargll, A;rlxcezeen, tand Beek (1994), among others, show how tracing the
ctories of key system variabl i i
of how social Syst}:sm); function. o over tlmé can add w m%r'tunderSt‘andmg
Giscassed sulon, T edomomens e iods hlp addross hese ssue? s
: , predisposes researchers
!:o experl.mental methodologies (and vice versa). Isolation of the variables of
mterfast ignores the rich contextual influences on these variables that are not
only 1mp0rtant. in establishing efficient cause but are also important for other
types (?f:causc (1.}3., formal, final, and material). Many qualitative methodologies
(c.;_;'.,. life n:.ll‘l':.l!ulV(.‘S, fueus groups, case studies) are geared toward idenLif;in’Al
and incorporating such contextual influences that would otherwise be disre%
garded as copf'ounds in quantitatively oriented research. '
. A commitment to using evidence in many forms can enéourage the re-

searcher to think about relations that are nonlinear, or even nonmonotonic

in fprm, as well as about mutual-reciprocal relationships between multiple
v.armbles, Perhaps at different system levels. Reliance on alimited set of statis-
Lxcnl. techniques not only constrains data collection procedures but also con-
strains the ways in which researchers conceptualize phenomena (Gigerenzer
1991‘). There is little use in considering such complex relations’if your analysis,
and .1nterpretation technology will not let you examine them systematicall
But if'the researcher is committed to a technology that provides a more ﬂexiblyé
Lrentmfznt of the forms and patterns of relations that can be explored, then he
or she is free to think about more comnplex features of human systen;s.

Some Issues in the Processing of Empirical Evidence

Beyqnd all these paradigmatic issues, questions about qualitative versus quan-
tltatlvevmethods also arise in a number of places at the operational level—in the
processing of empirical evidence. The use of empirical evidence in psychological
research alvyays begins with making a record of some observations of conditions
.and” events in some human systems. We will refer to this as “records of behav-
for, following Coombs (1964). The underlying conditions and behaviors on
which those .records are based are always, in principle, qualitative: Something
happens' or it does not. We introduce “quantification” of the evidence (or we
render it in qualitative form) at three distinct places within the research
process. '

First, we transform such “records of observations of behavior” into data
by systematically translating all observations into forms that are in some sense
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parallel to one another, and therefore can be aggregated or compared. This is
the part of the process that we refer to in psychology as measurement, a term
that presupposes the quantitative form, but this can be performed in qualitative
forms as well. We will call this process “making data from records of observa-
tions,” again following Coombs (1964).

Often, in psychology, such a transformation to quantitative form is made
at the time of the initial recording—as when we ask participants to put check
marks on a questionnaire scale that already has a number line imposed on it,
or when we ask them to rank order a set of (qualitative) alternatives. Some-
times, the quantification is imposed later by the experimenter—as when we
count up the number of “correct answers” and treat that as a numerical score.
Sometimes, of course, the records of behavior are left in qualitative form—as,
for example, when we transcribe, verbatim, responses from an interview.

At the second and third stages, we then often aggregate multiple observa-
tions and apply tools to analyze these aggregated cases. Aggregation can be
done in quantitative form, as when a researcher computes the average length
of time that given pairs of people malke eye contact during a meeting. Or this
aggregation can be in qualitative form, as when a researcher pulls together
for comparison the self-descriptions of several people who have been diagnosed
as schizophrenic. Tools for analysis and comparison, too, can be either quantita-
tive (e.g., ANOVA, structural equation modeling) or qualitative (e.g., Kidder’s
1981 use of negative case analysis, as discussed later in the chapter).

At eachofthese three stages, whether translating the evidence into qualita-
tive or quantitative form, the researcher imposes a number of assumptions
and constraints on the empirical evidence. For example, when we transform
observed behavior into data in quantitative form, we make strong assumptions
about the nature of the variable(s) we think the behavior displays—about their
unidimensionality, monotonicity, appropriateness for representation on an in-
terval or ratio scale, and so on. We make similar assumptions, though usually
not as strong and constraining, when we render the data in qualitative form.
-For example, when we code behaviors into one (and only one) of a set of
categories, we assume that the categories are independent, mutually exclusive,
and collectively exhaustive; and that they together encompass all of the
important ways in which the behavior in question can occur. In both cases,
there usually are ways to check some, but seldom ways to check all, of these

assumptions.

At the second stage, there is a set of assumptions that we necessarily male
when we aggregate observations or cases into either quantitative or qualitative
aggregates. For example, for the quantitative aggregation case, we make as-
sumptions about the nature and distribution of random errors of measurement.
For both the qualitative and quantitative aggregation cases, we make assump-
tions about the actual extent to which the aggregated cases are “alike” in all

important respects.
In the third stage—analysis and interpretation—the quantitative ap-

 proach most often involves the application of inferential statistics and use of

the much emphasized significance testing associated with it. This imposes
another array of strong assumptions on the data about the distribution of cases,
about the meaning of variations within sets of cases treated alike, about the
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logic involved in hypothesis testing and significance levels, and so on. The

qu;llliLn..L‘ive approach hfls not as yet developed a “logic-of-inference” that is as
well articulated and widely accepted and widely taught as that of prob.ability :

statistics. But even these less well-formulated qualitative approaches involve

e}gw‘sun.]ptions—about mean.irrlgs, about the-relation of the researcher’s under- -
standings to those of participants, and so on. (See several relevant chapters-

in Smith et 2.11., 1995.) For example, Ceballo (1999) discussed how her assump-
tion of consistency and progress in the life of her research participant led
her to draw very different conclusions about her participant's life than her
purticipant had drawn, Ceballo discusses how age, social class, and regional

norms affected both her own and her participant’s assumptions and construc-

tion of events.

Thg uqderlying point of this discussion is that any approaéh quantitative
or quqh‘tatlve, to these transformations of empirical observation,s require the
1mp051t3on of some set of assumptions; and those assumptions both shape and
constrain the meaning(s) of the evidence. Note that it is not a question of
whether one set of assumptions can be shown to be true or false in a given

case. Most often the bases on which we decide such matters are relatively -

z‘lTbiguous judg‘men‘t calls, not matters to which strong logical or mathematical
criteria can be applied. What is crucial is consideration of the ways in which

he set p E] E] app
t O‘f assumption that 1 lled n a given case altels the Ineﬂ]ll]lg Of

Assessing the Quality of the Evidencer

Onc‘o»f' the strengths of quantitative approaches is their ability to. provide
explwl.t assessments of the quality of the information obtained in a stud
Quantitative techniques are often designed to provide definitive, though arb)i,-.
tra 'y, answers to questions about the reliability (that is, repeétability) validity
(Lhu% 1s,'t}'utll value), and generalizability (that is, scope and bounc’laries of
upph({ubmty) of a study’s measures, of its findings, and of its conclusions, B
L‘ld()ler}g e.\fp]icit quantitative criteria {e.g., a specific probability [alpha le.vel)J,
for attnbutl.ng significance), quantitative researchers provide a set of normative
standards for a scientific community in a form that permits one researcher to
Fheck on the claims of another. This is a valuable tool, because otherwise there
18 no way to assess the credibility of differing claims.

One of thg biggest criticisms of qualitative research is the absence of such
a set of te'chmques to judge the quality of data. However, several researchers
hnvg deylsed ways to provide equivalent criteria of quality of evidence for
qualitative studies. Kidder (1981) applied the four main criteria espoused by
Cook and C?afnpbell (1979) to qualitative research. Thase four criteria are
internal validity or the degree to which strong causal inferences can be made
from study ﬁndings; external validity or the degree to which findings of a given
stu.d)f are likely to apply to studies of other systems and contexts; construct
validity or Fhe degree to which the measures of the study map acc,urately to
the und'erlylng concepts about which inferences are to be made; and statistical-
conclusion validity or the degree to which findings are quantitatively strong and
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unconfounded enough to make definitive conclusions possible. Kidder examined
how the rich descriptions of good qualitative studies can be used to estimate
the likelihood that the various threats to validity (e.g., history, maturation,
ete.) were operating to contaminate that body of evidence.

Lincoln and Guba (1985) proposed the concept of “trustworthiness” as the
overall criterion for assessing the worth of information from any scientific study.
That concept encornpasses four main ideas—the truth value or credibility,
the applicability, the consistency, and the neutrality of the information—that
correspond roughly to the more familiar concepts of internal validity, external
validity, reliability, and objectivity. Lincoln and Guba examined a number of
techniques by which those criterion concepts can be explored in information
from qualitative research. These techniques tend to require much more compli-
cated and time-consuming activities {e.g., having an external agent conduct
an inquiry audit) than simply calculating correlation coefficients between vari-
ables. And, of course, results of application of those techniques are almost
never as definitive as those of quantitative analyses because they do not rest
on strong though arbitrary assumptions about probability levels, distribution
of error, and so on.

Both Kidder and Lincoln and Guba included “negative case analysis” in
their repertoire of useful ways to assess the quality of qualitative evidence,
and that technique illustrates both the value and the risks of substituting
these qualitative criterion approaches for the more familiar quantitative ones.
This “negative case analysis” includes a process by which the study hypothesis
is systematically examined and modified, until a// cases fit the final hypothesis.
Doing so can be an aid in examining potential threats to internal and external
validity. At the same time, negative case analysis also resolves the question
of “statistical conclusion validity” definitively, but in two quite contradictory
ways. On the one hand, it makes statistical analysis moot, because 100% of
the data fit the (modified) hypothesis so there is no need to ask the “statistical
significance” question. On the other hand, it makes statistical analysis illegiti-
mate, because if one has (inductively) built the modified hypothesis to fit the
data, rather than (deductively) gathered data to test a preformulated hypothe-
sis, the assumptions of an inferential statistics test have been violated and a
statistical significance test is inappropriate.

Though not dealing specifically with qualitative and quantitative ap-
proaches, McGrath and colleagues (Brinberg & McGrath, 1985; McGrath, Kelly,
& Rhodes, 1993; McGrath, Martin, & Kulka, 1982; Runkel & McGrath, 1972)
offer a complex view of the research process that provides another conception
of how various research paradigms and research strategies (including both
qualitative and quantitative approaches) relate to one another and to funda-
mental research issues. They argue that research always entails activities—
information relating to three broad domains: conceptual, substantive, and
methodological. They also argue that within each of those domains, effective
research requires maximizing each of three broad criteria, and that these crite-
ria constitute conflicting desiderata that cannot all be maximized simultane-
ously. These criteria have slightly different forms in each of the three domains.
In the methodological domain, for example, they are generalizability, contex-
tual realism, and precision and control. They are conflicting because the actions
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l,ukcn.Lu increase any one of them tends to reduce the other two or minimize
one of them. Research strategies can be categorized by the extent to which
Lhey cun meet the requirements of each of the three criteria. Some research
strategies maximize on one of them, some attempt to optimize two, but no
research stralegy can maximize all three, ,

Wit.hip this conception, there are three general sets of research strategies:
nﬂLLll‘[ll.lSth strategies (e.g., case studies, field experiments); experimental
strategies (e.g., laboratory experiments, judgment studies); and theoretical
stml.ug}us fo.g., mathematical models, computational models). Each group of
strategies is designed to fulfill one of the conflicting desiderata well, but each
al the same time is thereby limited in the extent to which it can fulfill the other
two. For example, experimental approaches (which most often are quantitative
ap‘pr:)qches) maximize with respect to precision (of measurement) and control
(ol variables), and thereby potentially puts the researcher in' a position to make
strong logical inferences. In doing so, such studies often give up considerable
conL(_:xtL}al realism. Naturalistic approaches, on the other hand (and many
qualitative studies would fit this category) maximize contextual realism and
thereby puts the researcher in a position to make claims pertaining to the
()]?cn';lt.i()n of the systems actually studied. In doing so, however, such studies
often give up considerable precision and control, hence the ability to make
strong causal inferences. .

Both experimental studies and naturalistic ones are relatively weak with
regard to generalizability. Experimental studies cannot malke claims beynnd
the tartificial) systens included in those studies; and naturalistic studjes can-
not quu claims beyond the (natural) systems included in theirs. Experimental
studies Lry Lo compensate for this by formulating questions and concepts at
very high levels of abstraction—thus exacerbating their already weal position
with rcspgct to context realism. Naturalistic studies try to compensate for their
\vc;ll\"p()SlLi()n on generalizability by formulating evidence in terms of rich
deseriptions of complex patterns of relations—thus exacerbating their already
weak position with respect to precision and control and strongcausal inferences

’.I‘hc essence of't_his position is that it is not possible, in principle, to‘satisf'};
all f" the conflicting criteria for meaningful research information, and the very
;chmn.s that help with regard to one of them undo one or more of the others
App]._ylng that viewpoint to the topic of this chapter, it is clear that neithex:
qualilutive nor quantitative approaches are sufficient, and both are necessary
Lo the systematic exploration ofany given substantive research domain. We wilf
comment more in the final section of this chapter on the need for incorporating
discrepant if not downright contradictory approaches in our research.

The Need for Multiple Methodologies

Table 3..1 laid out a set of assumptions about reality, causality, and context.
Alifernatlvg positions on those assumptions differentiate the dominant positiv-
xsh.c paradigm, to which many of the quantitative approaches adhere, from
various alternative paradigms (e.g., perspectivism, constructivism, feminism,

>
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Smith’s “new paradigm,” Lincoln and Guba’s “naturalistic paradigm™), to which
many of the qualitative approaches subscribe.

The use of qualitative methods and a supporting paradigmatic view has
a number of advantages, as we have tried to point out at various points in the
chapter. Those advantages, however, are certainly not gained without cost.
Essentially, adopting the assumptions of the alternative perspectives lays the
researcher open to a whole array of epistemological and methodological issues—
many of which are the very problems that the positivistic paradigm was devel-
oped, some centuries ago, to overcome.

Consider the position one is in if one adopts all of the alternative assump-
tions listed in Table 3.1. If E (as well as S) is a part of the phenomena being
studied, and if “the facts” are inextricably connected to E (as well as S), and
if it is impossible to attain objectivity in the sense that E’s biases and values
inevitably affect the data collection and interpretation process—then we are
in serious danger of lapsing into the most extreme forms of solipsism—namely
that each “observer” (each S as well as each E) experiences a different world,
a different reality and causal structure. Moreover, if E does not have a special
standing, as observer and as interpreter of evidence about the systems he or
she wishes to examine, what then is the advantage, or even the point, of
“specialists” doing scientific studies of those systems? Furthermore, if human
activity can only be understood when viewed holistically in relation to all of
its many layers of embedding contexts, then any specific actions at gpecific
times by specific human systems cannot truly be understood at all. Finally, if
the criterion for progress in our science is “advances in a common understanding
of human systems and human actions,” and if every E (and every S) is an
equally valid interpreter of evidence and cqually effective constructor of those
understandings, how then can we claim that we are truly dealing in a scientific
enterprise (as that term has come to be understood in our culture, albeit within
positivitic premises)?

The positivist paradigm in general, and many of the gquantitative tools
used within it in particular, were invented to get would-be scientists out of
the predicaments implicit in the foregoing questions. The strong inferential
logic built into that paradigm, exemplified most clearly in the logic of experi-
mentation, is designed to limit the kinds of findings that can be considered
as reflecting “causal” processes (following the Humean logic of mechanical
causality). The even more constraining logic of inferential statistics is designed
to “objectify”—or at least to make totally explicit, hence reproducible—the
decision about whether a given result is a meaningful (i.e., repeatable and
generalizable) one rather than just a happenstance within a particular set of
observations.

It seems clear that the constraining assumptions of the positivist paradigm
really do not reflect “reality” as we experience it. In light of much evidence to
the contrary, it would be hard to espouse seriously the view that E does not
have any effects on S, or on the “facts” that are adduced from a given set of
observations, or to hold that a given human system stripped of its embedding
contexts functions in the same way as that system would when fully contextu-
ally embedded. In short, the assumptions of the positivist position are not
really true.
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On the other hand, the assumptions of the alternative positions, if fully
adopted, make a 'shambles of the usual meanings of the scientific enterprise.
Bucha potential lapse into a solipsism that denies the value of systematic efforts
Lo understand human behavior—that is the dark side of qualitative research.
. W(_ have gone a long way in the past century in advancing our understand-
ing of human actions by following the positivistic paradigm more or less exclu-
sxvely—.even though its assumptions are not true. We have acted as if we
were using a “hypothetical positivism” (to paraphrase and broaden Campbell’s
“hy!)(?t{metical 1'ea1ism"). We have ‘asked questions as if the assumptions of
positivism were true, knowing that they were not literally so. That strategy
has served us well. ’ '

“There is good reason to believe that in many substantive areas we may
now have reached the limits of what we can learn about human systems by
.exclusive use of that paradigm. We must find ways to collect evidence, and to
c.xaminfe it, that will let us learn about human systems even when the assump-
tions of positivism do not hold. That is, we must find ways to learn about
human systems even when Es do affect the facts and the S’s behavior, and
even when systems are profoundly affected by their embedding contexts and
even when we know that E’s values are affecting what we choose to study
how we study it, and what we think we have learned from those studies. Whaé
we are urging here is the simultaneous use of dual paradigms, positivistic and
“un-positivistic,” and complementary use of quantitative and qualitative
methods. ’ ‘

How can we do that? Kidder's (1981) and Lincoln and Guba’s (1985) treat-

- ments of validity issues, discussed briefly earlier in this chapter, offer two good
examples of how one can connect the concepts of the two opposing paradigms.
Many of the chapters of this volume contain detailed treatments of other ways
in which qualitative methods can be put to use—individually and in combina-
Llf)n with mare traditional quantitative approaches. Only by a deliberate mixing
ol quantitative and qualitative approaches, we think, and by a deliberate up-
h(.)lding ol hoth of the two conflicting paradigms that underpin those two sets
ol approaches, can psychology avoid both the overconstraining treatment of
complex, dynamic human systems characteristic of quantitative approaches
and the solipsistic epistemological quagmire implicit in the perspectives that
c.lmracteristically underpin qualitative approaches. We urge a deliberate adop-
tion of such a seemingly internally contradictory approach.
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Dancing Through Minefields: Toward
a Qualitative Stance in Psychology

Jeanne Marecek

Along the borders of psychology, a quiet but steady stream of qualitative re-
search has gradually been gaining momentum. Social psychology, develop-
mental psychology, cultural psychology, psychology of women and gender, clini-
cal and counseling psychology, and personality psychology: In all these fields,
psychologists are trying qualitative approaches. The qualitative umbrella is a
large one, sheltering many ways of working and many different traditions,
lexicons, and pretheoretical assumptions. Qualitative workers value creativity
and innovation and so they have embraced novel forms of data, new means of
gathering data, experimental forms of writing, and unorthodox and even playful
ways of disseminating results. Their stance is a counterpoint to the strict
codification (sometimes verging on fetishization) of methods, statistics, and
scientific writing that marks mainstream American psychology.

At the heart of the movement toward qualitative inquiry in psychology
are three intertwined elements. First, qualitative inquiry embeds the study of
psychology in rich contexts of history, society, and culture. Second, it resituates
the people whom we study in their life worlds, paying special attention to the
social locations they occupy. Third, it regards those whom we study as reflexive,
meaning-making, and intentional actors. Qualitative psychology concerns itself
with human expericnce and action. It examines the patterned ways that we
have come to think about and act in our life worlds and that sustain the social
structure of those worlds (Kleinman, 1984). I use the term qualitative stance
rather than qualitative methods to indicate that qualitative work involves more
than different technigues of collecting and analyzing data. A qualitative stance
is grounded in a different epistemology.

Qualitative inquiry has a long history in psychology that goes back to
Wilhelm Wundt's Vélkerpsychologie. Drawing on earlier philosophical tradi-
tions stretching back to Vico, Wundt (1921) envisioned a system of psychology
with two branches. One, familiar to most readers, was devoted to the laboratory

Iwould like to thank the editors and Eva Magnusson for their thoughtful comments and criti-
cisms.
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study of elementary psychological functions, such as the elements of sensation
and pereeption. The other was the study of higher psychological functions,
‘which, in Wundt’s view, extended beyond individual consciousness. Studying
these higher functions required methods akin to those used in the fields of
cthnology, history, and anthropology (Cole, 1996). In the United States, of
course, the first branch became the preeminent one; the second was muled.
Nonetheless a line of qualitative inquiry threads through the history of psychol-
agy, including William James, Gordon Allport, Robert White, Leon Festinger,
and Carolyn and Muzafer Sherif, among others. In addition, the case study,
a time-honored form of qualitative inquiry, has a long tradition in clinical
psychology, both as a pedagogical tool and as a form of scholarly communication
~ through which practice knowledge is shared and cumulated (Bromley, 1986).

Across much of the world (the United Kingdom, continental Europe, Aus-
tralia, New Zealand, the Nordic countries, Canada), psychologists are engaging
qualitative approaches. Indeed, in the United Kingdom, the Economic and
Social Research Council, one of the major sources of funds for postgraduate
training in psychology, now insists on adequate training in qualitative methods.
In much of the world, psychologists’ conversations concern how and when (not
if) qualitative approaches should be used (e.g., Bannister, Burman, Parker,
Taylor, & Tindall, 1994; Henwood & Nicholson, 1995; Richardson, 1996; Tolman
& Brydon-Miller, 2001). Time-honored modes of qualitative inquiry—feld-
based participant observation, open-ended interviewing, focus groups, narra-
Live analysis, case studies—are being extended and refined. New approaches
are heing developed, including discursive psychology, participatory action re-
search, and visual storytelling (also called photovoice and community photogra-
phy; cf., Lykes, 1997). The Britain-based journal, Feminism and Psychology,
routinely publishes articles that use approaches like these, as does the interna-
tional Jowrnal of Health Psychology. In the United States, the Journal of Social
Issues (Brydon-Miller & Tolman, 1997) and the Psychology of Women Quarterly
{Crawford & Kimmel, 1999) have had special issues that featured qualita-
Live approaches.

The Lime has come for psychology in America to reassess old prejudices
aboul the *subjective,” “anecdotal,” or “unscientific” nature of qualitative work.
Tou many psychology departments still issue blanket dismissals ol qualitative
work. Many graduate programs flatly forbid students to undertake qualitative
projects for their dissertations. Too many advisors warn students that such a
dissertation will spell the death of their careers in the field. Even undergraduate
students report that they have come to understand that they must not under-
Lake qualitative work for a senior thesis because it will damage their chances
of getting into graduate school.

The habit of dismissing qualitative work out of hand stands in sharp
contrast to the meticulous consideration that psychologists usually give to
methodology. Indeed, some call psychology’s enthronement of methods “meth-
odolatry.” Most of us would rap the knuckles of a student who offered Aabby
arguments such as, “It just doesn’t seem like science” or “If it doesn’t have
numbers, it can’t be psychology” or “I can’t tell if it’s interesting; it doesn’t
have any statistics.” Yet these are verbatim evaluations written by prominent
psychologists reviewing qualitative research manuscripts for publication. Most
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psychologists would probably agree that the choice of a method should depend
on the question under investigation. If so, then how can it be justifiable to rule
out qualitative approaches even before there is a research question?

Limiting psychologists to a constricted range of acceptable methods has
had costs for the field. The constraints have led some psychologists to disaffec-
tion and crises of commitment. For example, Sandra Bem, a senior social
psychologist, described herself as “feeling theoretically hemmed in.” To do
meaningful scholarship, she wrote, “I came increasingly to see myself as having
abandoned my disciplinary commitment to psychology” (1993, p. 239). Nicola
Gavey recalled how discovering “a model of doing psychology differently” en-
abled her to conceive “the possibility that psychology could be different, palat-
able, and even exciting” and “the possibility of imagining a future ‘in’ psychol-
ogy” (Gavey, in press, p. 1).

Disaffection is a high cost, but it is not the only one. There is an intellectual
price to pay for a narrow vision of psychological methods. A method is an
interpretation. Thatis, any method of inquiry entails a number of pretheoretical
assumptions about its object of study. It deforms what it observes in characteris-
tic ways and it predetermines the form that the results of the inquiry will take.
In recent times, the discipline of psychology, especially its North American
variant, has restricted its adherents to a single method of producing knowledge.
That method is presented as the sole way that psychologists work—"the” scien-
tific method. As a result, the assumptions underlying this method are taken
for granted and its deformations are invisible. Many psychologists swim in the
waters of logical positivism, empiricism, realism, and quantification without
knowing they are wet. I we bring qualitative approaches forward and place
them in full view alongside conventional methods, we will be better able to
appreciate and debate the possibilities and limitations of each.

In what follows, I offer my view of qualitative psychology and what qualita-
tive inquiry offers to psychology. I begin in a negative vein, by taking issue
with some common stereotypes of qualitative approaches. Next, I describe what
Isce as some key leatures of a qualitative stance. Finally, I briefly suggest some
issues that qualitative inquiry places on the table for the rest of psychology.

Qualitative Psychology: What It Is Not

Qualitative work is often seen as the polar opposite to quantitative waork.
Quantitative work is described as rigorous, hardheaded, and scientific; qualita-
tive work seems mushy, soft, and unscientific. Some writers have characterized
quantitative work as agentic and masculine; some have characterized qualita-
tive work as relational and feminine. Like most dichotomies, the quantitative/
qualitative dichotomy is false; it covers up a more complex reality. Construing
quantitative worl and qualitative work as opposites ignores the many features
common to both. It also ignores the variety within each pole of the dichotomy.
Moreover, the quantitative/qualitative dichotomy, like most dichotomies, is not
symmetrical; it encodes a clear hierarchy. Depending on the speaker’s point
of view, one or the other of the pair is the dark twin.
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When qualitative inquiry is viewed from the perspective of mainstream
psyvhology, the resulting description of it is not what qualitative workers
themselves would provide. To characterize qualitative work using terms and
categories.derived from quantitative work yields a skewed version. I begin,
thercfore, with a discussion of some common myths about qualitative work.

Myth #1: Qualitative Psychology and Quantitative Psychology Are
“Complementary Methods”

Embedded in this statement are a number of assumptions that need to be
exaniined and challenged. One is the idea that methods are nothing more than
neutral technologies. A method, as I noted earlier, is connected to a powerful
and /ar-reaching set of pretheoretical assumptions. To see qualitative psychol-
ogy as merely offering an'additional set of tools for psychology’s methodological
toolbix conceals the alternate epistemological stance it embodies.

deveral qualitative psychologists have emphasized that their approaches
should not be misconstrued as analogous to the technologies of conventional
psychology. Chris Weedon (1987), in discussing poststructuralist ap;- ;s
to knowledge, has insisted on using the term “way of working” rather than

“method” in an effort to draw this distinction. She resists the idea of a method~

as a predefined formula that can be applied in a rote fashion to any research
question. Jonathan Potter (1996), discussing approaches associated with social
constructionist theory, makes the following observation:

Indeed, it is not clear that there is anything that would correspond to what
_psychologists traditionally think of as a “method.”. . . The lack of a “method,”
in the sense of some formally specified set of procedures and calculations,
does not imply any lack of argument or rigour; nor does it imply that the
Ltheoretical system is not guiding analyses on various ways. (pp. 128--129)

Muany researchers advocate combining qualitative and quanti:
proaches in the same project. But the question of how (and why) ap;.
can be combined is complex. 1t is unlikely that the results of the two approaches
will eonverge in any straightforward way. A qualitative stance differs from
quantitative research on many dimensions: It emphasizes the subjectivity and
agency of research participants; it embraces the diversity of responses, not
moda! tendencies; conceptions of reliability, validity, and generalization differ.
The form of knowledge qualitative workers hope to produce is different and
quite possibly they bring to the table a different understanding of “truth.”

On a more mundane level, qualitative inquiry and quantitative studies
will eften produce outcomes that are disparate and sometimes even incommen-
surate. For example, Al-Krenawi and Wiesel-Lev (1999) studied Bedouin Arab
women’s attitudes toward female circumcision. Women’s responses to close-
endett questions on a survey instrument indicated that they accepted genital
surgery and did not connect it to negative effects. However, during unstructured
interviews, when women were able to speak to interviewers using their own
wordg, they portrayed a far less benign situation and described a number of
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distressing and disturbing psychological and social consequences of the
procedure.

Niva Piran’s (2001) studies of young women attending a highly selective
dance school afford another example of how quantitative and qualitative ap-
proaches can produce disparate outcomes. Piran described two investigations
carried out at the dance school where she worked; One, by a well-known expert
on clinical eating disorders, used standardized survey instruments to measure
levels of preoccupation with body weight and shape. He sought to compare
students at the dance school to students in other school settings to test the
hypothesis that such preaccupations were socially transmitted. Piran’s own
research, in contrast, involved long-term, open-ended group meetings with
students. Her aim was to elicit and understand connections between concerns
about the body and everyday practices and social relations in the school. Her
analysis of girls’ reflections and experiences yielded a rich network of overarch-
ing conceptual categories about embodiment (e.g., prejudicial treatment of
female bodies; invasions of bodily privacy; practices that disrupted ownership
of their bodies; the sexualization of the female body). The group work enabled
the participants to envision and carry out transformations of their own bodily
practices and body talk, as well as to insist on changes in the practices of
teachers and fellow students.

In my own work, qualitative inquiry has often yielded surprising informa-
tion about respondents’ experiences, information that contrasts with the results
of conventional research approaches. For example, my work on suicide and
emotion practices in Sri Lanka draws on first-person accounts about individuals
who engaged in suicide or self-harm (Marecek & Ratnayeke, 2001). Much of
the time, these accounts are permeated with themes of vengeance, humiliated
fury, and high indignation, usually focused on a close family member or spouse.
Consider these excerpts [rom my ficld notes:

e Malini, aged 15, was accused by her mother of associating with a boy
on the way home from school. Malini says that the accusation was false.
She says, “My head got hot and it felt like it would explode.” She then
went into the kitchen and poured kerosene over her body. Her mother
entered the room and knocked the box of matches out of her hand just
as she was ready to set herself on fire.

o Nimal, aged 29, habitually came home drunk. One evening, his wife
and his mother scolded him. He flew into a rage, hurled furniture
around the house, and stormed out. An hour later, he returned with a
small bottle containing highly concentrated insecticide. As he uncorked
it, he announced to them, “Now it is finished. You won't have to worry
about my drinking anymore.” He swallowed what proved to be a le-

thal dose.

In contrast, a recent study (Weinacker, Schmidtke, & Kerkhof, 2000) gave
a battery of standardized paper-and-pencil measures of anger and hostility to
patients admitted to a psychiatric hospital in Germany because they had made
suicide attempts. The suicide patients’ scores did not differ from those of a
control group composed of inpatients with “general psychiatric disorders.”
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Framing Lheir results in universal terms, those researchers concluded that
there is no relationship between anger and attempted suicide.

Itis not happenstance that qualitative interviews often unearth a different
kind of information than that obtained from scales, indexes, and close-ended
interviews. Qualitative researchers take seriously what participants say; they
leave Lhe way open to hear what they did not expect. They regard people as
intentional agents, actively engaged in making sense of their lives. When
qualitative inquiry yields a different picture than quantitative data, the ques-
tion confronting researchers is not simply, “Which is more true?” but a more
difficult one: “What kind of truth am I interested in hearing?”

Myth #2: Qualitative Work Is an Adjunct to Quantitative Research

This myth relegates qualilative inquiry to an ancillary position in relation to
quantitative research. In one version of this subordinate relationship, qualita-
tive inquiry is useful only for generating hypotheses. Once the hypotheses are
devised, the proper business of science—testing those hypotheses—can get
under way. In another version, qualitative material —perhaps a few illustrative
quotes [rom a postexperimental interview—is tagged onto a research report
Lo spice up lifeless slatistics. Selecling quotes for their spiciness is not the
same as conducting a qualitative study. Failing to distinguish the two no
doubt has contributed to the notion that qualitative work is “anecdotal.” More
generally, the myth holds that quantitative methods can stand on their own,
but qualitative approaches cannot do the “real” work of science. In this view,
qualitative data have limited value, perhaps serving as a source of inspiration
or a means ol adding cosmetic appeal or rhetorical flourishes to a manuscript.

Myth #3: Qualitative Psychology Is Inductive; Quantitative Psychology
Is Deductive

A common dichotomy holds that quantitative research follows the hypothetico—
deductive model, and qualitative approaches are inductive. As one psychologist
put it, qualitative research “turns the rules of the hypothetico—~deductive proce-
“dures inside out” (Kidder, 1996). There is more than a grain of truth in this
dichotomy; yet it is easy to overstate it. It is true that qualitative workers work
inductively. They begin with observations, build a database, and then theorize
from it. Working from the ground up, they generate theories, concepts, and
categories from data and then continue to revise their theories and their re-
search questions as the data collection proceeds (cf., Becker, 1998). But qualita-
tive workers do not embark on projects without any preconceived theories or
ideas about what they are studying. Without such ideas in mind, researchers
would have no idea which observations count as data. As Becker wrote, “Every-
one knows there is no ‘pure’ description, that all description, requiring acts of
selection and therefore a point of view, is what Thomas Kuhn said it was,
‘theory-laden’ ” (1998, p. 79).

On the other hand, it is alserasy to overstate the degree to which hypothe-

sis-testing experiments proceed in strict accord with the rules of the hypothet-
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ico—deductive model. This is an idealization that makes the research process
appear more orderly, objective, and “pure” than it often is. The American *
Psychological Association (APA) publication guidelines (American Psychologi-
cal Association, 2001) instruct writers to report their investigations as an -
orderly sequence of tasks. progressing from hypothesis development to data-
gathering to statistical evaluation of the hypothesis. But producing such a
smooth story usually requires a good deal of redescription and omission. The
actual unfolding of a piece of research is often messy and ragged. It can involve
false starts, jiggling with procedures and measures to produce the desired
effects, and looping back and forth among possible statistical techniques to
bring a significant effect to light. Experimenters not infrequently reformulate
the research hypotheses after preliminary analyses of the data (Katzko, 2002).
Thus, hypothesis-testing research, though deductive in its intent, often has
inductive and deductive elements.

Myth #4: Qualitative Approaches Guarantee Progressive Outcomes

Some feminists who favor qualitative research have claimed that qualitative
approaches like interviews are more egalitarian and more liberatory (Stanley
& Wise, 1983). Contrary to these claims, Anne Peplau and Eva Conrad (1989)
argued against categorizing a research method as feminist or not according to
whether it is “agentic” or “communal,” whether it is quantitative or qualitative,
or whether it involves experimentation or not. “Any research method,” they
noted, “can be used in sexist ways and no method comes with a feminist
puarantee” (p. 395). In the similar vein, Bernice Lott (1981) argued that what
distinguishes research as progressive or not is not a particular strategy of
inquiry but the question the researcher asks and his or her objectives. In my
own view, what distinguishes research as progressive or not is the politics
and values that inluse the researcher’s interpretations of the results. Neither
quantitative nor qualitative researchers are immune from such values; neither
procedure offers protections against biased interpretations. In short, any re-

search approach can be used for progressive ends or reactionary ones. ‘

Myth #5: Qualitative Psychology Is Just “Psychology Without
Numbers”

There are at least three ways in which qualitative investigations (usually) do
not “have numbers.” First, qualitative workers do not measure or rank research
samples on abstract dimensions such as levels of depression or self-esteem or
the strength of a particular opinion. Second, they usually do not use statistical
inference or probability testing to accept or reject hypotheses. Third, they are
usually not seeking to make parametric statements about the incidence or
distribution of a particular phenomenon in a defined population. Yet the crucial
element of a qualitative stance is not a disavowal of “numbers” per se. The
heart of qualitative inquiry is its epistemological stance: its commitment to
interrogating subjectivity, intentional action, and experiences embedded in
real-life contexts. (Indeed, this commitment does not categorically rule out the
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use of numerical procedures. Researchers who use Q-sorts and pile-sorting
approximate a qualitative stance, even though they subject the resulting data
Lo. statistical analyses.) Qualitative inquiry is not so much a different means
of doing psychology but an approach with different ends. It asks different
questions and produces a different kind of knowledge. It is to the discussion
of these ends that we now turn.

Qualitative Stances in Psychology

The clesirc? tf) make sense of actual lived experl:ence is the heart of a qualitative
stancc: Wl}llam James, writing 100 years ago, urged psychology to incorporate
a qualitative stance alongside its “brass instruments” approach:

‘Buhind the minute anatomists and the physiologists, with their metallic
instruments, there have always stood the outdoor naturalists with their
eyes and love of concrete nature. . . . In psychology, there is a similar distine-
tion. Some are fascinated by the varieties of mind in living action, others
by dissecting out, whether by logical analysis or by brass instruments,
whatever elementary processes may be there. (190 171994, p. 24.H

‘ James himself, of course, preferred a qualitative stance. To him, the dissec-
Lion of clementary mental processes was as boring as studying rocks in a New
ngland farm field. - )

In Caste and Class in a Southern Town (1937), John Dollard examined
race relations using an approach that we would now call participation observa-
tion, He desceribed his approach this way:

The basic method used in the study was that of participation in the social
lile of Bouthern town. The primary research iustrument would seem to be
the vhserving hwman intelligence trying to make sense of the experience. . . .
Perhaps it does not compare well with more objective-seeming instruments,
such as a previously prepared set of questions but as to this question the
reader can judge for himsell, It has the value of offering to perceplion the
actual, natural human contact with all of the real feelings present and
unguarded. (1937, p. 18, emphasis added)

' “Varieties of mind in living action™ “actual natural contact with real feel-
ings present”; the research instrument, “an observing human intelligence”;
the research task, “trying to make sense of the experience”: The vision o’f
psychological knowledge that James and Dollard put forward bears little resem-
blance to prototypical psychology research in the United States today. On the
other hand, the vision matches well with contemporary qualitative approaches.
In what follows, I describe some key features of these approaches.

Making the Link Between Individual Lives and Social History

Resgarchgrs who assume a qualitative stance situate their investigations in
specific historical, social, and cultural contexts. They are not searching for
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fundamentals of psychic life that exist apart from social context and they do
not seek to muke universalized claims about psychic life. Instead they set their
sights on the ways in which human action and social identities are locally
constituted and contingent on their time and place. The work of Abigail Stewart
and her colleagues highlights the value of this approach. Two volumes of.
collected papers (Franz & Stewart, 1984; Romero & Stewart, 1999) have docu-
mented the experiences and identities of women situated in varying class,
ethnic, and cultural backgrounds. Many of the papers have examined specific
historic events or epochs that shaped the meanings, possibilities, and choices
available to those they studied (for example, the civil rights movement and
the internment of Japanese Americans during World War II).

The assumption that history and circumstance influence psychological
processes (and indeed, even the psyche itself) challenges some of the procedural
norms of psychology. For example, psychologists have traditionally placed a
high value on standardized scales and inventories (for example, measures of
self-concept, emotion, and even psychopathology). They freely transport them
from locale to locale and administer them to a variety of populations. Many
scales have persisted for decades without revision. The reliance (and even
insistence) on standardized measures rests on the belief that the aspects of
mental life they measure are constituted in the same way across different
settings, different epochs, and different social groups.

Asking How, Not Why

Qualitative workers usually ask “How?” not “Why?” Typically, “Why?” ques-
tions have been the provenance of psychologists. Psychology has traditionally
sought the basic causes o human behavior. In pursuit ol ultimate explanations,
psychologists have looked for invariant processes lodged inside the individual.
For example, some measure underlying motivations, capacities, or attitudes
that are assumed to predate the immediate situation. Some seck to establish
how universal mental mechanisms (such as information-processing systems)
work. Yet others seck to explain human action in terms of proclivities stamped
in the brain through genetic selection.

Researchers who assume a qualitative stance set their sights toward a
different goal. They ask how human action and meaning are constituted by
the ongoing flow of social and cultural life. Stepping outside the controlled
context of the laboratory experiment, they seek out a wider and more complex
array of human actions than experimenters can be privy to. In addition, they
are positioned to observe the fluctuating salience of particular identities and
actions. This fluidity is a feature of social life that experiments and self-report
scales are not readily able to capture. Qualitative researchers’ questions focus
on how collective dynamics, institutional arrangements, and shared language
practices set in motion, sustain, and interrupt ways of being in the world.

Barrie Thorne’s (1993) study of gender in the context of school life is an
investigation centered on a “how” question. Her work challenged the claims
about male—female differences that occupied a prominent place in professional
and popular psychology during the 1980s: for example, that boys played games
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that took up lois of space, whereas girls confined themselves to small areas:
Lhal buys favored large groups, but girls favored intimate dyads; that hoys’ play1
“was rule-bound, while girls focused on preserving relationships and harmony.
Observing children in two schools, Thorne noted that these and other claims
about male~female difference and antagonism sometimes held, but sometimes
did_nu't. Certain structural features of the school setting and certain forms of
social interaction seemed to foster difference, separation, and even antagonism;
other features encouraged similarity, cooperation, and shared play. ,

For Thorne, gender was not a static attribute located “inside” children
thal produced effects on their behavior. Instead, she analyzed the practices in
sghoul seltings through which gender (whether difference or sameness, antago-
nism or cooperation, separation or intermingling) was produced. Her question
was a “How?” question: How (i.e., by what set of social and institutional prac-
tices) does the flow of daily life at school constitute (and contest) children’s
gender? Sometimes, these practices were deliberate but often they were unin-
tended. For example, one teacher taught her kindergarten class about using
Fhe bathroom by saying, “Babies leave the door open. Big boys and girls close
it.” Her language usage inadvertently signaled that the stigmatized status of
“lmbty"twas without gender, while gender differentiation was the desired grown-
up state.

Re-casting People as Intentional and Meaning-Making Agents

Convenlional psychalogical investigations typieally pursue a materialist strat-
eyy, Sf}Ltil];_’; up research designs that bracket research participants’ subjective
experience. The intent is to observe “pure” mental mechanisms in operation
gmpLicd_ol‘any specific local content. This strategy has the goal of discoveriné
.ml'ormution about how the mind works, information that fits with the modernist
interest in control. Hugh Lacey (1999) used the analogy of studying an arrow
to explore the powers and limits of such a strategy. A materialist investigation
of'the arrow would focus on its physics and aerodynamics, yielding information
about how arrows work. There are questions about arrows that a materialist
strategy would not address. It would not tell us about various meanings associ-
ated with arrows: what arrows are used for (e.g., hunting food or waging war);
the social practices involved in producing, acquiring, and using arrows; or the‘
symbolic meanings of decorations on arrows. These latter questions resemble
those that qualitative researchers pursue: questions about people’s desires,
hopes, fears, and passions. The information that such investigations yield
may not further the goal of control. Instead it addresses other goals, such as
expanding human agency.

‘ Eva Magnusson’s (1998) study of Swedish women workers highlights the
.actlve meaning-making of her respondents. For more than 50 years, the Swed-
ish state has developed policies that explicitly promote gender equality in
families and at work. Against that backdrop, Magnusson examined how the
women in her study drew on various meanings of femininity in discussing their
roles at work and in their families. Using successive open-ended interviews
she identified several themes in women’s descriptions of their everyday livesj
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One theme was the continual necessity to balance the demands of paid work -
against family commitments in order to keep the household running. Contrary
to the ideclogy of the Swedish state, the responsibility to keep the household
running was not shared equally between men and women; rather it fell primar-
ily on women. Another theme was fitting in at work. Many of the women
Magnusson interviewed found it difficult to fit in. They tied this difficulty to
responsibilities at home that competed with those at work and also to the
gender-based organizational structure in the work setting. The women used
many different meanings of femininity, using these meanings to accomplish a
variety of rhetorical purposes. Consistent across these meanings of femininity,
however, was a theme of diminished power, as exemplified in women’s dimin-'
ished freedom of movement, men’s entitlement to greater personal time and
space, and women’s subordinate status.

Language as Key to People’s Subjective Worlds

In the view of most qualitative workers, natural language more closely repre-
sents the psychological reality of human experience than the formal abstract
categories that psychology usually uses (Polkinghorne, 1990). Qualitative in-
vestigators thus give priority to ordinary conversation and everyday language.
They gather data via focus groups, open-ended interviews, field observations,
and other situations in which talk is unconstrained by a research protocol.
They approach transeripts, tapes, and texts from multiple angles of vision,
searching for patterns of meaning. The Listening Guide, an approach devised
by Carol Gilligan and her students, is one example of a systematic analytical
approach that derives from multiple readings of a transcript or text (see chapter
9, this volume). The Listening Guide requires an investigator to “listen” to the
respondents at least four separate times, attending to the text in a different
way each time. With each listening, the investigator pursues an angle that is
tailored to the specific question under investigation.

Diane Kravetz and I (Marecelk, 1999; Marecek & Kravetz, 1998) carried
out a study of feminist therapists—that is, therapists who espouse a feminist
perspective and incorporate that perspective into their work with clients. Our
approach involved open-ended interviews—an approach that yielded unruly
but rich accounts of their experiences. Although we had not intended to study
the antifeminist backlash, backlash quickly became the elephant in the back-
seat of our study, impossible to ignore. Every therapist spoke about the back-
lash. Most had confronted antifeminist attitudes that characterized feminists
as a fringe group of disturbed and decidedly unpleasant women—angry, man-
hating, “ball-busting,” abrasive, doctrinaire, lesbian. Diane and I came to ask
how this backlash shaped feminist therapists’ self-definitions, public and pri-
vate. How did feminist therapists manage the backlash? What strategies en-
abled them to reformulate, refute, or otherwise resist the backlash?

Listen to one therapist—a woman who was an experienced feminist thera-
pist and who had a long history of feminist activism that had begun in the
1970s. She struggles, not entirely successfully, to voice the feminist identity
that she has cherished, even though she necessarily speaks from within the
discursive field of the backlash:
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I‘ntgr.viewer: Are there times when you choose to identify yourself ag a
feminist therapist and times when you don't? .
Therapist: Identify myself as a feminist therapist? [ don't think I ever do
['mean if someone called up and asked, whatever their intent, I'd say “YCb:
Iam But I don't do that. I'm also aware that that might render me less
eftective. For instance if I said that to someone and it was off-putting to
them, they wouldn’t come in or they would have a negative attitude. In
|;act, I'd be surprised if anyone kind of goes around the community sz.l).'i.ng
“Well, I'm a feminist therapist” (said in a high-pitched, singsong voice) ‘
And yet I make no apology about it because it's a healthy framewc;rk
But I do think that, um, it has such a political context that in the samé
way that I wouldn’t say, “I vote Democratic, not Republican,” I wouldn’t say
that to anyone calling. I can't imagine that anyone could be an effective
healthy therapist without being a feminist therapist. I mean I just don’t
unidtzrstand any way that it would be incompatible with being a good ther-
apist. : )
Interviewer: Have you ever had somebody like, when you were doing
therapy with them, all of a sudden understand that you're coming from a
feminist perspective?
Therapist: No. ‘
Interviewer: No?
The'rapist: I've had people get angry at me, so who knows what they sa
o I ve had people walk out. I don’t know what people might have accused ;nyt;
ofafterleaving. But I don’t think T operate ina way that would offend anyone.

. This..‘ short text contains a profusion of ideas and images of feminism and
its re.latlon to therapy, both positive and negative. Although the speaker has
]ox?g identified herself as a feminist therapist, she now takes care to concelql
't]_ns from 'her clients. The text suggests that she might even be tempted to ];e
il asked directly (“I'd say ‘Yes, T am.’ But don’t do that”). The speaker parodies
a hypothetical therapist who does identify herselfas a feminist using a sin son‘
voice that s.ugggests that such a therapist is perhaps naive or out of I;ouclig Shg
defines feminism as “healthy” and even normative for a therapist. (“I don;t see
how anvone could be an effective healthy therapist without being a feminist
therapist.”) Yet the analogy she draws between feminism and “votling| Demo-
crat, not Republican" suggests that feminism has no place in therapy. Her choice
of words. in the closing passage (accuse, offense) have overtones of criminal
wrongdomg.. Indeed, the list of the negative aspects of her feminist identit
gets sugcesswely worse (it is off-putting, it drives away business, it males OL)I,
meft;gctwe, it its ?.oto‘pcl)llitilca}lll, it makes people angry, it is ,offensi\;e). The lis}t, of
positive aspects (it is healthy, it i i i i i
Pague fn o its ¥, 1t 1s compatible with good therapy) is flaccid and

gy c-' o - . r ¥
Bringing Forward the Researcher’s Role in the Research Process

Psychology has long held that, as long as proper technical procedures are
followed. .the social identity of researchers will not affect their research. For
example. in a survey covering 75 years of psychological research, Jill Mora.wski
(1997) observed that few research reports mentioned the investigators’ race.
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Indeed, more than 90 percent of research reports on race did not indicate the

¢ race ol the experimenter, Yet, researchers’ social identities and value commit-
* ments inevitably influence choices they malke regarding topics, theoretical
frameworks, procedures, and interpretation of the data. Flouting the conven-
* tions of the discipline, many qualitative researchers acknowledge the connec- .

tions between who they are and what and how they study. They acknowledge
their active presence at all stages of their research, and they do not attempt
to conceal their involvement from the readers of their research reports.

In interviews, focus groups, and fieldwork, qualitative researchers actively
engage with their research participants. (Some insist that data gathered in
those situations should be regarded as cocreated by interviewer and respon-
dent.) During the analysis phase, qualitative investigators openly draw on
their interpretive capacities and judgments. In their writing, many investiga-
tors include a description of their actions and voices as participant observers
or interviewers as part of the study data. They describe the preoccupations
and commitments that led them to the project. Some write their research
reports in the first person, a rhetorical strategy that emphasizes the narrative
quality of all such reports.

Researchers must acknowledge their subjectivity before they can reflect
on how their points of view alfect the research process. Such acknowledgments
may prompt the researcher and readers to seek alternative interpretations of
the data that they might otherwise have missed. An essay by Deborah Belle
(1984) illuminates reflexivity and its power as an interpretive tool. Belle reflects
on her position as a young, niiddle-class, White professional carrying out a
study of low-income, African American and White single mothers who were
roughly her own age. Pondering the similarities and dif{ferences between herself
and her respondents, Belle arrives at insights about the complex significance
of race and socioeconomic class in women's lives. She realizes how inadequate
it is to conceive of race and class merely as categories of individual difference.
She also gains a critical perspective on some methodological choices that her
research team has made. For example, she comes to see that it was shortsighted
to assess poverty solely in terms of current houschold income. Furthermore,
she comes to understand the fluctuating significance of social support networks
in women’s lives. Such networks are not always sources of support; sometimes

they drain off a woman’s emotional and material resources and act as a brake

on her upward mobility.

The Multiplicity of Qualitative Inquiry

The umbrella term qualitative stance shelters a diverse array of approaches
and ideas. Consider just one potentially contentious issue: language. Although
most qualitative researchers give central place to natural language accounts,
they take language to mean different things. On the one hand, many, perhaps
most, qualitative researchers take their research participants’ narratives as
realist accounts of reality. Through such accounts, they hope to gain a fine-
grained and rich understanding of the lives and experiences of their research
participants. On the other hand, postmodern qualitative researchers are skepti-
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cal about this representatiorial function of language. In their view, language
is metaphorie: [t selects, emphasizes, suppresses, and organizes certain fea-
tures of experience. In that way, language does not offer neutral descriptions
of a reality “out there”; it creates what we take to be reality. Following Witt-
genstein and others, postmodern qualitative investigators see language as a
game one has learned to play. The rules of that game, created by social agree-
ment, shape what we can say and what we can see. In the postmodern vein,
an important goal of inquiry is to explore and understand those rules, Language
is an object of study in itself, not the medium by which private ideas are
communicated to others.

My point is not to call for debate on these issues or to insist on uniformity.
Why should qualitative researchers expect to agree? Among conventional psy-
chologists, there is a wide spread of views on many matters, including forms
of realism, the value of null hypothesis testing, and the ethics of deception in
research. My point is that we should not allow qualitative studies to be hijacked
by commentators who conflate qualitative work with postmodernism and then
condemn it wholesale as nihilistic or “anti-science.” Nor should we allow quali-
tative work to be demeaned by the false but common assertion that it is new
and untried. The history of qualitative research in psychology, as we have
seen, stretches back to the very beginnings of the discipline.

Qualitative Psychology: Some New Ideas About Old Dilemmas

All resecarchers must grapple with issues of objectivity, validity, generality,
interpretation, and cthics. This holds equally true for qualitative workers as
for quantitative workers. However, qualitative researchers have framed these
issucs in distinctive ways, unanticipated by but not irrelevant to quantitative
research. In what follows, 1 offer just a few examples.

Objectivity, Subjectivity, and Reflexivity

As previously discussed, for the most, part, psychological research proceeds as
ifit were possible to prevent the social identity of researchers from influencing
the research process. Yet feminist psychologists and other critical psychologists
have engaged in sustained examination of these issues (cf., Morawski, 1994;
Rabinowitz & Martin, 2001). So too have contemporary philosophers of social
science called into question the notion of objectivity as knowledge uninfluenced
by values and personal commitments (Harding, 1986; Koch, 1981; Lacey, 1999).
Decisions about the conduct of research are not solely a matter of dispassionate
scientific judgment; they are also shaped by researchers’ personal histories
and social locations. Furthermore, many philosophers of science see knowledge
production as a historical process; they situate research practices, procedures,
and outcomes in the social, political, economic, and ideological contexts of their
time (Haraway, 1988).

Many qualitative researchers engage in a deliberate process of reflection
about how their social location (for example, social class, gender, age, status,
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ethnicity), value commitments, and personal history have influenced the course
and outcome of a research project. In carrying out this reflexive analysis, they
may seek feedback and opinions from research participants. This reflexive:
analysis is an integral part of the study and it is included in the written report.
Some have dubbed the recognition of researchers’ subjectivity and the analysis
ofits influence “strong objectivity” (Harding, 1993). The use of this term reflects
the view that making this involvement explicit produces a more complete
account of the research project (Billig, 1994; Long, 1999).

Generality

Ask many psychologists about qualitative research and the instant response
is “You can't generalize from the results. The samples are too small and not
representative.” But generalization is a problem that bedevils all research, even
though it may often go unacknowledged. From the 1940s onward, psychoelogical
researchers have relied more and more on college student samples, even though
such samples are not representative of the population at large with regard to
age, social class, ethnicity, marital status, developmental stage, and many
other aspects of experience (Sears, 1986). Until a few decades ago, psychological
experiments were often conducted with all-male samples. Oddly enough; al-
though these samples were drawn from specific locales (introductory psych.oh.)gy
classroonis) and were composed of individuals with particular charactensﬁ:lcs,
the rescarch participants managed to masquerade as “generic” human .bemgs
representative of all. Thus, the results of these studies were cast in universal
terms. It is perhaps not surprising that these gencralizations have seldom
proven to be useful guides to real life.

Qualitative investigators approach generality from a different angle. Most
do not try to make statements about enduring or universal causal principles.
Nor are most investigations designed to yield parametric information about
the population distributions. The primary focus is on a particular case. For
some researchers, the goal is to provide local knowledge—that is, to address
a specific problem or question. The research is directly intended to benefit the
research site (for example, a specific hospital, community, or school). Because
it is so richly contextualized, a qualitative project yields more usable informa-
tion than research that produces generalized but abstract statistical relation-
ships.

Even though qualitative projects are locally focused, they nonetheless con-
tribute to knowledge in more general ways. Glenda Russell’s study'of the
effects of anti-gay politics provides a good example. Russell (2000) stL.1d1ed the
responses of gay, lesbian and bisexual people living in Colorado when its voters
ratified Amendment 2. Amendment 2 was designed to change the Colorado
constitution so that discrimination against nonheterosexuals would be legal-
ized. Russell’s primary goal was to assess and document the psychologicgl
aftermath of Amendment 2, information that would play an important role in
subsequent legal challenges. Yet her study achieves more than that goal. She
and her coding team devised a number of innovative theoretical constructs to
capture respondents’ responses to being (as she puts it) “voted out.” These
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canstructs are dense and rich with meanings derived from first-hand reports
of ic respondents. Furthermore, Russell’s analysis traces patterned rclalzion-
ships among the constructs, leading to overarching themes and categories. The
Amgndmgnt 2 .epi_sodq can be taken as a paradigm case of antigay pol{tical
a({tlon, w1th a family resemblance to other such actions. Although other cases
will not be identical, some of the themes will be relevant. In Glenda Russell’s

view, her study can serve as itizi i {
a sensitizing device for futur ivi
retareha S g e activists and

Validity

In.general terms, validity is an evaluation of the extent to which the research
ev1f1ence supports or justifies the interpretations and conclusions that are based
on lt..In the psy.chology laboratory, a premium is placed on internal validi(t —
that 'S, on maximizing the likelihood that the effects are attributable to {he
putative causes. In the service of increasing internal validity experiment
isolate a few va?iables and systematically manipulate them del,iberately lif‘t'erS
Lhem out of their context. One consequence is that the labm:atory settin be]ang
little resemblance to the real world in which multiple and dynamic %‘actoljz
()pc.l'qtc. Thus Fhe quest for internal validity takes precedence over ettem‘hl
validity—that is, how well the results generalize to real-world situati;)ns Als
Campbell and Stanley (1963) put it, internal and external validit “are ‘{'
quently at o.dds.in that features Increasing one may jeopardize the ot{]er”( fSC)
. In c{l{alxtatlve investigations, external validit)'/ is a strong point Gl‘ousa"ci
in real-life contexts, the investigations are attuned to culturacl' more;; econo L‘
zu'r;mgcrpcnts, and structural conditions. Investigators formulate ’their cItT)“C
sL::uctswtmm the ground up, using respondents’ experiences as the starti n;
;1()111L, (,nntcxtgal validity is another strong point of qualitative investi ra;Li n‘{:
Contextual validity involves asking whether all relevant features of:thae soo-r']bi
context ha\{c been accounted for in a theoretical model. The broad base of'dcallf1
gen.cx:utedjm a qualitative study enables researchers to address contcxtu"fll
validity. For example, many social psychalogy laboratory experiments th 2
sh(.)\vn Lh'u'lj hot temperatures increase the likelihood of aggression. This hi r; \],t
Al“(_‘llilb](‘? erct has been extrapolated to theories of mob violence énd so-crlé,]]]ecbll
Ln:acci'nots. From my perspective as a student of ethnopolitical conflict irL1 Sri
anka, however, temperature dwindles in explanatory significance in compari
son to {'ei'ltures of social and political life in that country. These include stp i
gtlmopohtica] identification; state-sponsored violences and “disappeara ron”g'r
11}tractab]e ethnic, caste, and class injustices; and a long-standing cust:)]rcss E‘
violent engagements surrounding elections (Pieris & Marecek 1992). In t} ;
contgxt, not surprisingly, militant protests, mob violence, and nylassac;es h e
no discernible seasonal pattern and are not limited to w,arm climates e

Meaning and Interpretation

1311 1rlesealrchers,, whether their projects be quantitative or qualitative, face the
challenge to find (some would say “create”) meaning in their data. For qualita-
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Ltive researchers, this involves sifting out patterned regularities in a data set
of transcripts, texts, or notebooks of field observations. The analogous process
in a quantitative project occurs when raw data are submitted to statistical
analysis. The researcher must decide what meanings to extract from the raw
numbers. He or she selects the statistical procedures that will best bring for-
ward those meanings or regularities. Whether numbers or words, data do
not speak for themselves; they acquire meaning only within a framework of
interpretation created by the researcher. Meaning-making thus demands an
“observing human intelligence” (to use Dollard’s phrase) no less for quantitative
projects than for qualitative ones. : '

Ethics

Qualitative investigators often face questions of ethics and responsibility that
reach beyond the prescriptions of the ethical guidelines of the APA. Those
guidelines seem designed with the prototypical psychology study in mind: An
encounter that takes place in a clearly demarcated time and place, such as a
laboratory session. For qualitative workers, data collection often is not so
clearly delimited. In ethnographic studies or participatory action research, for
example, field notes may include casual remarks passed in chance encounters,
descriptions of unexpected events, or even interchanges between strangers
that are accidentally overheard. Should the people whose words or actions are
recorded be considered research participants? Is their informed consent
required? )
The APA ethical guidelines pertain largely to individuals conceived as
atomistic, “generic” humans, not as members of communities or social groups.
In contrast, qualitative investigators study individuals embedded in specific
sociul organizations or groups, such as neighborhoods, ethnic communities,
cultures, or schools. Sometimes these groups cannot be disguised or rendered
anonymous. As collective entities, are those groups or organizations entitled
to privacy, consent, or protection from harm? Consider the acclaimed ethnogra-
phy, Death Without Weeping (Scheper-Hughes, 1992). Depicting life in an im-
poverished favela in Brazil, it is a searing portrait of a community ethos of
predation, exploitation, abandonment, infanticide, and violence. What respon-
sibility does the researcher have for any harm produced by her revelations?
Does harm to a community’s reputation or harm that might result producing
or reaffirming class or ethnic prejudices count? As Lisa Fontes (1998) noted,
the question, “How can researchers best understand, interpret, and present
findings?” is an ethical question as much as it is a scientific one. And there is

no easy answer.
Conclusion
Why is qualitative work enjoying a resurgence of popularity, despite the institu-

tional forces in psychology that persist in stifling it? Despite the conservative
traditions that hold sway in American psychology, the discipline has been
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s.lnwl‘y expanding beyond the study of “generic” humans. Think about the divi-
sions added to the APA in recent decades. They include groups concerned with
the study-of women; gays, leshians, and bisexuals; ethnic minorities: families:
anq men. Not all parts of the discipline are equally ready to move a,way f'rom,
a vision of its subject matter as the “human organism” to embrace a psyche
constituted by history and culture. But in many quarters and in numerous
ways, psychologists are starting to acknowledge personhood and subjectivity
The f'tuce of the profession has altered significantly in the past 25 years.
GI’OUPS of people who had no place in the discipline have gained entry and.
- risen Lo positions of leadership: White women; men and women of color; men
and women publicly acknowledging themselves as gay, lesbian, and bise:xual
The process is by no means complete, but it is under way. I myself was part.
<?f' the cohort of women (mostly White) in graduate school in the 1970s when
federal legislation challenged discrimiriatory quotas. For many of us in that
cu‘}‘mrt, tl‘iere were indelible lessons about strategies of exclusion, the personal
eflects of being the unwanted Other, and the manifold operations of mundane
power. ’I“here were also lessons about resistance, solidarity, and making change
Ma.ny of us turned our investigative energies toward studying the links between.
social context and identity and the social dynamics of hierarchy and sub-
ordinulion. ’

N The vg’row‘th of qualitative psychology has surely been spurred by the rise
r?f interdisciplinary study in universities, Disciplinary boundaries have gotten
fuzzy as a variety of hybrid endeavors have sprouted—women'’s studies, ethnijc
s_l;udles, cultural studies, cognitive science, environmental studies me('lia and
film studies. Moving across disciplinary boundaries and rubbing élbows with
colleagues from other backgrounds and programs incvitably fosters reflexivity
In .wumcn'%: sbudies, for instance, essentialism, ahistoricism, and false univcr—.
salism-—still the norm in psychology-—were identified as intellectual traps 20
years ago. Explaining oneself to colleagues from other disciplines, Jjustifying
onc's ways of producing knowledge, and flirting with other ways of working—
all Lhese fzxperienccs foster a new consciousness about what one is about.

Qualitative psychologists perch on the fences of the discipline. Some have
sought alliances and collaborations with colleagues from the other social sci-
cnces. Some have found the richer traditions of psychology outside the United
Sl;al;es.—traditions more open to both theory and politics—more congenial and
more 'mte]lectqally stimulating. Qualitative psychology cannot budge from its
margma? position in American psychology unless the fences come down. Text-
books might make reference to the rich vein of existing qualitative work in
psy.chollogy, both historic and contemporary. Graduate and undergraduate syl-
labi might include some qualitative studies. Psychology journals could relax
space restrictions so that qualitative studies could be published. Or the APA
pnght support an online journal devoted to qualitative studies in psychology;
in the ellectronic medium, space limitations could be less stringent. The APA’
pgbhcatlion manual could be revised so that the prescribed style was not coter-
minus with quantitative methods and experimental studies. Research training
cogld incl gde rigorous courses in qualitative approaches. Teachers and textbogk
writers might avoid the outdated phrase “the scientific method,” which encodes
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Lhe false ideas that science-is unitary and that all scientists share a single
method (Hacking, 1996).

Pluralism and openness can help all psychologists do what we do better.
With a broader range of accepted investigative options, we can do better at
fitting method to question. The point is not that qualitative approaches are..-
categorically better than experimentalism, hypothetico—deductive inquiry, or
quantification. However, they enable us to ask and answer certain kinds of
questions that those approaches cannot. With only one legitimized way of
working in psychology, researchers must recast their questions to fit the
method, much like Cinderella’s stepsisters trying to cram their oversized feet
into a small slipper. Finally, as I argued before, if we make visible the many
ways of producing psychological knowledge, all psychologists can develop
deeper understandings of what is at stake in choosing any one.
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Discourse Analysis and
Discursive Psychology

Jonathan Potter

Discourse analysis is the study of how talk and texts are used to perform actions.
Discursive psychology is the application of ideas from discourse analysis to
issues in psychology. The primary focus of discursive psychology is on the
analysis of interaction considered in fine detail; however, its broader ambition
is to provide a novel perspective on almost the full range of psychological
phenomena. It is not a method as such; rather it is a perspective that includes
meta-theoretical, theoretical, and analytical principles.

Using Chomsky'’s original distinction, if the main traditions of cognitive
and social psychology have been overwhelmingly concerned with peoples’ un-
derlying competence, discursive psychology.is concerned primarily with perfor-
mance. The competence focus has encouraged psychologists to use experimenital—
manipulations and other procedures in an attempt to access the underlying
cognitive entities and procedures. Performance has often been treated as too
messy Lo be analytically tractable. One way of understanding discursive psy-
chology is as an approach that is developing rigorous analytical procedures for
studying performance in the form of video- and audio-recorded and transcribed
records of interaction. Its focus is on a very wide range of materials ranging
from everyday phone calls between family members, relaxed mealtime conver-
sations, to talk and texts in work and institutional settings, to therapy and
counseling talk.

Development

Discourse analysis has a publication record in social psychology that goes back
nearly two decades. The first analytical article was published in a psychology
journal in 1985 (Litton & Potter, 1985), and its first major published statement
was the book Discourse and Social Psychology (Potter & Wetherell, 1987). This

I would like to thank Alexa Hepburn for making helpful comments on an earlier draft of
this chapter,
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Lzm.k a number of~ the central theoretcal topics in social psycliolony such a
a!,l;|l,uc]cs, cutcgol:les,/and the self and showed the virtue of reworkinnx; them is
d1scours‘c—analytlcal/tcrms. For example, instead of considering catggories in
tcrmh: of schemata for information processing, they could be stidied for thei
pmcLlcu'l a.nd interactional role in conversation (Edwards, 1991). The develo :
.munt of discourse analysis ran in parallel to the emerg'ence o'f a rhetoricgl-
]a.;?pma.ch to psyc.hc?]ogy. The ﬁrst article to use a rhelorical analysis was pub-
~mhcd in 1985 (Billig, 1985) with the frst major theoretical overview appearing
in 195? (now published as Billig, 1996). This highlighted the rhutori(;lllpdi ‘nD
sion .uf social psychological notions. For example, ;ttitude expressior;s canrll‘kr:-
studied as talk designed for use in settings where there is a possibilit o?'
argument apd where they are simultaneously Jjustifying a position and im ylic-
1tIy cnuntenng alternatives (Billig, 1991). Much of this early work was be?sed
on the analysis of tape recordings and transeripts of conversational interviews
.IL also e:qtab!ished the centrality of critical themes as researchers focused on.
Issues of sexism, racism, and ideology (Billig et al., 1988).

The early 1990s saw the blurring together of rhetoric and discourse work
and the development of discursive psychology out of discourse analysis. This
was pnr‘LIy an attempt to distinguish this particular tradition of work fz'o.m the
range of allernative approaches called discourse analysis in linguistics (Brown
& Yule, 1983), sociolinguistics (Sinclajr & Coulthard, 1975) poststructurali\svm
(Foucault, 1971), and cognitive psychology (van Dijlk & Kj;itch 1983). It was
also partly an attempt Lo emphasize that what was being devélopcd ;vas not
nl(.‘l'lj‘]_}/ anovel approach to communication or face-to-face i;teraction but, mor
a}mlanust. a reworking of what psychology is. Edwards and Potter (’19902)e
for examiple, used analysis of records {including television interviews and new. ;-
paper arlicles) of a set of political disputes to illustrate a novel conce Lion b('
memory and altribution (see also Edwards & Potter, 1993; for commepntaric?s
z.lnfi responses, sce Conway, 1992), Billig (1992) studied con\;ersation about the
British Royal Family for the interactional resources they used to undermi o
arguments [or social and political change. Antaki(1994) considered ar umen]trflle
!Jmn. in Lcr.ms of its organization in natural settings. More recently mi‘or wo;]_
in discursive psychology has focused on the way deseriptions are me;de tg) appem('
lIachual (I‘J‘E)Attcr, .199621) and the way cognitive and psychodynamic notions can
I);qgn.d(;:] TL()Od in new ways that relate to their role in interaction (Billig,
tl.]i.s. ;,leicti\:/)illr :)IF,WIOQHQ:). I will use the term discursive psychology to refer to

Although early discourse research in psychology tended to be based on a
close anal'ysis of conversational interviews, more recent worl has focused on
records of natural interaction, particularly institutional interaction such as
therapy, helpline talk, or case conferences. In part this reflects the influence
of succ'essfu] analytical developments in the related tradition of conversation
analysis (Hutchby & Wooffitt, 1998; Sacks, 1992). Conversation analysis has
cl.emonst{'ated that it is possible to do rigorous, cumulative, repeatable qualita-
t1‘Ve studies of interaction. Although there are a range of di’fferences in empha-
sis, ancll potential theoretical tensions, discursive psychology and conversaiion
analysis have important areas of overlap (Edwards, 1995). In this chapter I
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will be less concerned with these differences and will include conversation
analytical work as part.of the discussion. )

The early work in discourse analysis was influenced by, but distinct from,

a number of related developments in social psychology. On the one hand, it
picked up, and developed, constructionist themes in the work of Rom Harré,
John Shotter, and Kenneth Gergen (Gergen, 1982, 1999; Harré, 1979, 1998;
Shotter, 1984, 1993). On the other, it drew on, and modified, ideas from Fou-
caultian and poststructuralist influenced work that was concerned with the
construction of self and mind, and its relation to ideology and the reproduction
of oppressive social organizations. Notable research came from Valerie Walk-
erdine, Wendy Hollway, and others (Henriques, Hollway, Urwin, Venn, &
Walkerdine, 1984; Hollway, 1989; Walkerdine, 1988). More recent thinking
done under the rubric of discourse analysis by Ian Parker, Erica Burman, and
others has also drawn on poststructuralist or Foucaultian ideas (Burman, 1994;
Parker, 1992).

Discursive psychology differs from these strands of work in three principal
ways. First, discursive psychology has been more concerned with how analysis
can be grounded in specific conversational and textual materials than any of
the approaches described previously. Second, discursive psychology focuses
on talk and texts within specific social practices rather than conceptualizing
discourses as abstract objects as in more poststructuralist work (Potter, Weth-
erell, Gill, & Edwards,1990). Third, discursive psychology conceptualizes con-
struction as a practical process of the manufacture and stabilization of versions
of mind, persons, and reality in talk and texts (Potter, 1996a) rather than
treating construction as an abstract process. Although there are these areas
of difference, discursive psychology still shares much with these traditions,
and they are considerably closer to each other than to much of the mainstream

North American tradition of psychology.

Discourse Analysis and Theory

One of the difficulties in writing about qualitative methods, and about discourse
work in particular, is that the terminology available for describing it—reliabil-
ity, validity, sampling, factors, variance, hypothesis testing, and so on—has
evolved over a long period of time to fit the requirements of quantitative re-
search using experiments and surveys. This terminology has become so taken
for granted it has become difficult to avoid treating it as obvious and natural.
Yet it is bound up with assumptions about the nature of action and interaction
that are not appropriate for discourse work. So although this chapter will use
a number of these conventional terms, they should be treated with caution.
Another difficulty is the assumption that method can be treated as separate
from theory. As philosophers and sociologists of science have shown, this is
not the case anywhere in science (e.g., Chalmers, 1992; Knorr Cetina, 1999);
and it is certainly not for discourse analysis. To understand the rationale for
its methodological procedures it is necessary to understand its basic theoreti-

cal principles.
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" . e 3y .y . " ; ;
Theoretical Principles of Discourse Analysis

ll'hc upPl‘()iICh to analygis that has been developed in discourse analysis and
,(I‘]}S.C}JI‘SIVG ps’ychology is partly a product of its conception of human action.
s conception emphasizes the following core leatures of discourse.

A(:’I‘IUN QmmN’I‘ATwN. Discourse is the primary medium of human action
and mtgractlon. Actions are not merely free-standing but are typically em-
bedded in broader practices. Some are generic (e.g., making invitations): some
are SpeCI'ﬁC to ;ettings (e.g., air traffic control management of flight crev\;) The
te.rm gct1on orientation is meant to discourage the expectation that ana'] sis
will discover a one-to-one relationship between discrete acts and certain ve)rlbs.

Srruarion. Discourse js situated in three senses. First, it is organized se-
quentially, such that the primary environment of what is said is what has just
come bef‘ore, and this sets up (although does not determine) what comes njext
Second‘, it may be situated institutionally, such that institutional identitieé
(news interviewee, say) and tasks (managing neutrality in news interviews)
may be relevant (although not determine} what takes place. Third, it can be
situated rhetorically, such that deseriptions may resist actual ory otenlial
allempls to counter them as interestod. ’ porenha

‘ Consrrucrion. Discourse is construcled and construetive, It is constructed
in the sense that it is built from various resources (words, of course, but also
.cutcg(mes, commonplace ideas, broader explanatory systems). It is con’struthivc
in the sense that versions of the world, of events and actions, and of pecople's
phenomenological worlds are built and stabilized in talk in the c’oursc of'acti}())r;‘sb
?\:)(‘(.‘IY‘S.()H mrut); acc.(iunt {or his or her absence at a meeling by C()nstructing;'
a version of the city's traffi 'ms " his
eoemn ! e ciby's Lraffic problems or of his or her own faulty cognitive
These principles may appear rather abstract. However, they have been

dcvelupcd through analytical practice as well as from broader theorizing. The
can he {IILlsL}'iJLod with an example, which can also show some of the anai ’ticu);
mcanuhL}{ of discourse work and the use it makes of detailed l:ranscripty

. The rllollowing extract is taken from a call tu a child abuse helpline 1:n the
United Kingdom. It comes near the start of the call directly after the caller
lm‘s been asked about her willingness to Lake part in the research and marks the
point where the counselor gets onto the business of the call. (The transcripti
symbols are explained in Exhibit 5.1.) pren

Extract One (NSPCC-BC1)
Counselor: Alright KathTryn .h -what' i
Cal]t;r: Well .hh what it lf:s)i,s Igl:)tso wavhas goin on
a really close friend an like
hh she’s been sexually abu:sed an
Counselor: Mmdm
Caller: she's really close to me an Ijus
I wanna tell ‘er mum but T can’t
bring myself to do it
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Exhibit 5.1. Basic Transeription Symbols

Um:: Colons represent lengthening of the preceding sound; the more
colons, the greater the lengthening.

T've- A hyphen represents the cut-off of the preceding sound, often by

a stop.

TMmihmm Vertical arrows precede marked pitch movement, over and above
normal rhythms of speech. Less marked shifts are dealt with
by punctuation marks.

? Punctualion marks show intonation, not grammar; period,
comma, and “question mark” indicate downward,

“continuative,” and upward contours, respectively.

hhh hh .hh An “h” represents aspiration, sometimes simply hearable
breathing, sometimes laughler, ete.; when preceded by a
P(hjut . superimposed dot, an (h) marks in-breath; in parenthesis

inside a word it represents interpolated laughter.
hhhihh .hhh] er  Left brackets represent point of overlap onset; right brackets
[T just | represent point of overlap resolution.
Single parentheses mark problematic or uncertain hearings;

(certainly)

{(slurred voice)) double parentheses include additional transcriber’s comments.
(0.2) Numbers in parentheses represent silence in tenths of a second;
] a dot in parentheses represents a micro-pause, less than a

tenth of a second, hearable but too short to easily measure.

°mm hmm° Degree signs enclose significantly fowered volume.

Counselor: (0.4) tch .hh so:: Thow did you find
Tout
about Lthat

Action orientation is often the endpoint of analysis rather than the start.
Commonly, the analytical goal is to identi{ly the business thatl is being done in
tall, which can be indirect. In this case, for example, the counselor starts with
a question and the caller answers. However, this minimal observation does
not yet specify what the question is doing. For example, as an opening to the
main work of the call the question is asked in such a way that a very wide
range of different answers can be offered. This is a valuable practice for a
helpline that may receive calls of a highly varied nature. The counselor’s ques-
tion helps to get the interaction going in a waythat causes the minimum trouble.

To understand the action orientation of what is going on it is crucial to
understand the talk in terms of the way it is situated. First, it is situated in
a conversational sequence. For example, the sense of the counselor’s question
is related to its position at the start of the business. If she had produced it at
the end of this sequence, say, it might have appeared challenging, suggesting
that the caller is not telling the whole story. Second, there is the more diffuse
situation of this being a helpline for reporting abuse. Plainly there is an immedi-
ate orientation to this with the caller’s answer. For example, she does not build
up to talking about troubles through a series of steps, asis common in mundane
telephone calls (Jefferson, 1988). Moreover, she does not aslk the counselor how
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.s'/z,u Is or what is going on with Aer. Rather, she opens her answer with a re ort
f’f ;11.)115(?4 One‘hus troubles; one helps; they work with distinet and aqymmeptric
msL{Lumem.l identities. Third, there ig the rhelorical character of: this talk
Again, .thS.IS one of the features to be revealed through analysis rather tha\.
sorr.let.hmg immediately apparent, However, we can note that the caller’s de[j
scr];)“tlons may work against alternatives. For example, by describin herself
as a “very close friend” of the abuse victim she may be cc’)untel‘in the% 1 t
idea that she is a “snitch” or being vindictive. ¢ e
All qf the 'situated business of talk is done through it being constructed
from various discursive resources. Talk is oriented to action through being put
together, and delivered, in specific ways. Some of these are obvious and golr)n
’subt]e. For example, the counselor’s question depends on the conventional use(s3
of English Yvords such as “what.” However, note the detailed construction. We
‘z‘lre noF seeing words put together as if pasted from a dictionary. Rather 1;han
what is going on” there is a,more colloquial, less formal, “what’s goin on.” This
V\./orks'rhetor]ca]ly against any expectations of this being a threatenin f"or 1
s1tuat19n .such as a job interview or courtroom examination. & orma
This 1llustrat.es the way some of the basic theoretical notions of di'scursive
psychology work in practice. It also starts to flesh out the analytical mentality

of dlSCOuI Se resear Ch. Let us mov (0] ore X[)llclt dlS u g
eontoam ree
cussion of t}le stages
of dlbc()ulbe WOI]\-

Questions Discourse Researchers Ask

Dlscourse rescarchers typically ask different questions to those common else-
where in ;).sy(fhology. These questions reflect the understanding of interaction
embodied in its theoretical principles. This is a potential source of confusion,
as psychological questions often work from a factors-and-outcomes logic t}‘:;lé
has. been deye]oped with notions of experimental manipulation and thglmulti-
vax'}atc statistics that go with the analysis of results. Discourse work is not
designed to answer questions of the kind, “What is the influence of X on Y” (0[‘
health beliels on diet, of social class on education suecess, and so onj. °
Discourse work typically asks questions of the form, “I-’Iow isX don.e’”’ How
does a speaker use an identj ty ascription to disqualify a rival’s version of}events
as a preduct of their stake in what is going on (Antaki & Horowitz, 2000)?
.Ho“( does a schoolteacher present violent or threatening acts toward ’u ils aé
inevitable and necessary to maintain classroom control (Hepburn 20(I))O)P7 How
does a'speaker Teport a “paranormal experience” in a way that a;:tends .to the
potential for bemg discounted as mad or deluded (Wooffitt, 1992)? This focus
2;1 how-qt;estlon_s leads to a focus on interaction rather thar; cognii;ion, a focus
1~at}:(;;lct1:ai zt;tttégise;ather than abstract scenarios, and a focus on processes

A number of general themes appear in this work. For example,

1. g’act fzncf Eualuatio-n: There has been a focus on questions involving
escr1pt1c{n, .fact.uahty, and evaluation. This includes issues of racism
and discrimination that come from the critical theme that has been
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central in discourse work (Wetherell & Potter, 1992). What procedures
do news interviewees use to present their answers as disinterested
(Dickerson, 1997)? How are food evaluations organized during family
mealtimes (Wiggins & Potter, in press)? How does a speaker (indi-
rectly) display his or her investment in a claim by formulating it in
an extreme manner (Edwards, 2000)? This strand of work moves on
from rather abstract understandings of construction and construction-
ism in psychology to consider how construction is done in talk and
what is accomplished by it.

Constructions of Psychology: There has been a focus on the way psycho-
logical terms and notions are used in practical settings. How are no-
tions of remembering and forgetting used to manage blame in political
hearings (Lynch & Bogen, 1996)? What resources are used to construct
and identify “delusional” speech in psychiatric practice (Georgaca,
2000)? How can the psychoanalytical notion of repression be under-
stood in conversational terms (Billig, 1999a)? The challenge is to see
how far the basic stull of psychology can be respecified in terms of
practices within particular contexts.

Gender, Psychology, and Feminism: There has been a major focus on
a range of issucs related to gender and sexism. This has moved beyond
a sociolinguistic concern with gendered speech variations to a consider-
ation of the way particular practices are sustained {Potter & Edwards,
2001). What forms of talk do women have available to understand
themselves and their cultural environments when making sense of
eating, diet, and body shape (Malson, 1998)? How can the notion of
romantic love be reconceptualized in terms of investment in particular
stories (Wetherell, 1995)? This is also an area in which important
(eatures of the relationship between conversation analysis and discur-
sive psychology are being explored, for example with respect to “saying
no” to sex (Kitzinger & Frith, 1999), and considering how gender may be
treated as fundamentally relevant to interaction (Stokoe & Smithson,
2001; Wetherell, 1998).

Practices in Work or Institutional Settings: There has been a focus on
interaction as part of the broader organization of activities in a setting
such as therapy, medical consultations, classrooms, courtrooms, police
or air traffic control rooms, and so on (see Drew & Heritage, 1992a;
Engestom & Middleton, 1996; Goodwin, 1997). This is an area in which
conversation analysis has made powerful contributions at both analyti-
cal and theoretical levels. It is also an area in which important develop-
ments in combining analysis of vocal and nonvocal elements of interac-
tion have been made (see Heath, 1997).

Psychologists’ Own Work Practices: There has been a focus on the
research practices of psychologists themselves. How are interactional
troubles managed in survey interviews (Suchman & Jordan, 1990)?
How are questions constructed in market-research focus groups to
guide the participants’ response style (Puchta & Potter, 1999)? How
is interaction in open-ended interviews produced to fit standardized
response categories (Antaki, Houtkoop-Steentra, & Rapley, 2000)?
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Although it is useful heuristically to split discourse research into particular

themes, in practice they overlap with one another.

Preparing for Analysis

Before any analysis can be started the researcher has to collect materials and
prepare Lhem for study.

Analytical Materials

Discourse researchers work with a range of different kinds of materials. Al-
though there is considerabje disagreement about the virtues of different sorts
of material, there has been a general move away from open-ended interviews
and locus groups to the consideration of naturalistic materials and texts. All
of these materials have one feature—they involve interaction that car; bé re-
cgrdccl, transcribed, and analyzed. For simplicity, I will concentrate on inter-
views und naturalistic materials. ‘

. For much of the 1980s and carly 1990s, open-ended conversational inter-
views were the principal rescarch materials. The preferred style of interview
s Lape-recorded conversation erganized around a schedule ol topies developed
in relationship to the researcher’s concerns. Unlike traditional survey inter-
views, the aim is nol to neutrally uccess information outside the interview but
4(,0 provide a conversational environment to observe certain practices and to
identily the discursive resources drawn on in those practices. For example, in
liillig‘s £1992) study of political ideology he was interested in the way ’his
]){l}l'LIL’ip;lnL.\’ {family groups in the United Kingdom) dealt with issues that
raised questions about the legitimacy of British political arrangements. He
considered the resources—repertoires of explanation, rhetorical common-
places—that research participants drew on to sustain that legitimacy against
threat. Because of this aim, interviews in discourse work tend to be active and
even argumentative,

Inlerviews in discourse analysis have a range of virtues.

L. Focus: I.ntervieWs enable the researcher to concentrate on certain pre-
determined t}u;mes. Questions can thus be designed and ordered to
praveke participants into using a wide range of their discursive re-
sources.

2. Standardization: Interviews pravide an opportunity for all participants
tg address the same set of themes (notwithstanding the contingency
of conversation).

3. Cnntrql: Interviews allow considerable control over sampling. This also
eases issues of ethics permissions and recording.

Balanced against this are the following disadvantages.
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1. Psychological Expectations: Interviews run the risk of flooding the
interaction with psychological expectations and categories. Even while
the focus is on activities, the research will have to deal with partici-
pants’ orientation to the interview organization and their speaking
position as expert informant or group representative. Such orientations
can productively become an analytical focus in their own right (see
Widdicombe & Wooffitt, 1995); more commonly there is a tension be-
tween the interview as an activity and as a pathway to something else.

3. Abstraction: Interviews abstract participants from the settings in
which they live theirlives and from the stake and interest they typically
have in what is going on. They encourage participants to act as theo-
rists rather than actors.

4. Relative Value:Ifyou are interested in a particular setting, relationship
counseling, for example, and you have the access and the analytical
resources to study it, why restrict yourself to people’s abstract talk
about it?

Naturalistic materials have become central, however, more because of
their intrinsic interest than because of the shortcomings in interviews. They
are highly varied. They could be audio- or videotapes ol flight crew conversation,
relationship counseling sessions, social worker assessment interviews, every-
day telephone conversation between friends, and so on. They have a range
of advantages.

1. Actuality: Naturalistic materials document the thing that is being
studied divectly. If the researcher is concerned with counseling on an
abuse helpline, then counseling is studied (not reports of counseling,
theorizing about counseling, conventionalized memories of counseling,
and so on). There is no extrapolation from something else involved.

2. Action Orientation: Such materials make it easier to capture the action-
oriented and situated nature of talk. Actions are studied embedded in
sequences of interaction. However subtle the analysis, the disruption of
such embedding in interviews is likely to lead to analytical difficulties.

3. Orientation to Settings: Materials of this kind make it possible to study
participants’ orientations to settings and institutions. It is hard to see
how one could look at the detailed construction of counselors’ questions
in the abuse helpline (discussed earlier) without using actual record-
ings from that helpline. Research with naturalistic materials becomes
more easily centered on situated practices rather than persons and
their abstract cognitive capacities.

Naturalistic materials often present particular problems of access and
ethics, of course, and raise issues of reactivity. Nevertheless, perhaps one of
the most novel and potentially useful contributions that discourse work can
make to psychology is providing a method for collecting, managing, and analyz-
ing naturalistic materials.
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Recording and Transcription

One of Lthe major insights ol the conversation analyst Harvey Sacks (1992) is
the significance of conversational specifics—pauses, intonation, delay, lexical
choice, repair, and so on. Rather than seeing such detail as noise blurring the
clarity of an underlying signal, Sacks highlighted its key role in interaction.
Spealkers are enormously attentive to the specifics of interaction. Take the
following extract from a phone call. )

Extract Two (from Davidsan, 1984, p. 105)
A: C'mon down he:re, = it's oka:y,

(0.2 sec)
A: [ got lotta stuff, = I got be:er en stuff

Note the way the speaker upgrades the invitation. Why might this be?
The likely reason is that the pause of 0.2 of a second is a cue to an impending
refusal. Conversational actions such as invitation refusals are typically pref-
aced by some delay, and research has shown that speakers modify their actions
on the basis of such predictions (Drew, in press). This highlights the require-
ment for research practices that record and represent interaction accurately
and in sulficient detail.

Discourse research has been [acilitated by Lhe steady improvement of
technology in the past two decades. Minidisk recorders are compact and reliable
and can capture more than 2 hours of very high quality mono using a flat
microphone that is perfectly suited for picking up speech. Videorecorders have
likewise become a cheap and compact possibility. Video is more obtrusive and
presents certain analytical challenges, but it can provide important information
that audio lacks, particularly where the interaction involves important embod-
ied actions.

Digital records make the process of transeribing and managing the materi-
als much simpler and more flexible. Audio and video software allow records to
be easily capied, searched, and edited. They also have the capability of djsguis-
ing voice quality and laces and for climinating identifying particulars such as
names. This is crucial for maintaining anonymity, particularly with sensi-
tive materials.

Various systems for transcribing talk are available. However, discourse
researchers have overwhelmingly opted to use the system developed by the
conversation analyst Gail Jefferson in the 1960s and 1970s (see Exhibit 5.1).
This has the virtues of being quick to learn, being relatively intuitive, and,
most important, highlighting features of talle that have been shown to be
interactionally important such as intonation and overlap. The simplest way to
transcribe is to worlk with two windows on a computer screen, one running the
audio file, the other running the word processor. Audio programs are available
thatallow a stepwise movement through the file using a physical representation
of the wave form that is ideal for timing pauses and noting overlap. (For more
detailed discussions of transcription see Hutchby & Wooffitt, 1998, and ten
Have, 1999; and for a brief summary of the main transcription symbols and
their use see Exhibit 5.1.)
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Transcription is demanding and time-consuming. It can take more than
20 hours to produce a decent transcript of an hour of interaction. The time
multiplies i’ the interaction is complex or the recording is poor quality. The
compensation is that transcription involves a very careful listening to the
material—for this reason it is recommended that researchers do at least some
of their own transcription. In addition, this is often when analytical insights
are first developed.

Transcription is a crucial element in discourse work. It simplifies the
process of analysis and is highly transportable. It is also the prime medium
for presenting material in publication, although the Web will increasingly be
used to combine audio materials with written articles. Nevertheless, transcripts
inevitably have limitations and should be used in combination with the original
audio records.

Stages of Analysis
Analysis in discourse research is highly varied and depends to some extent on
the nature of the materials that are available and how developed research is

on the topic or setting of interest. However, most analysis goes through the
following four stages that are overlapping, but broadly distinct.

1. Generating Hypotheses

Discourse research is not hypothesis-based, as is common elsewhere in psychol-

ogy. Sometimes a researcher comes to some materials with a broad set of
concerns or questions. Equally common is an interest in a setting (relationship
counseling, say) and how actions are done in that setting. For this reason the
first part ol discourse research is often the generation ol more specific questions
or hypotheses or the noticing of intriguing or troubling phenomena.

This stage of the work often starts during transcription, which provides a
major opportunity for carelully listening to the material. Discourse researchers
often make analytical notes as they transcribe. It is common and productive
to continue this open-ended approach to the data in group sessions where a
number of researchers listen to a segment of interaction and explore different
ways of understanding what is going on.

2. Coding: The Building of a Collection

The main aim of coding is to make the analysis more straightforward by sifting

+of data reduction; it is a preliminary that facilitates analysis. Typically it
" nvlves searching materials for some phenomena of interest and copying the

instances to an archive. This is likely to be a set of extracts from sound files

and their associated transcripts.
At this stage in the research the coding is inclusive, but coding can continue
cyclically throughout the research process as ideas are refined and the under-

{
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standing of the phenomena changes. Often phenomena that were initially seen
as dispurale merge together while phenomena that seemed singular become
broken into different varieties. Problem or doubtfu! instances will be included
. inthe coding—they may become most analytically productive when considering
deviant cases. This kind of coding is quite different from the sorts of coding
practice that take place in content analysis where the goal is typically to develop
a set of ¢riteria-based categories, count instances in categories, and perform
various statistical analyses of the counts.

3. Doing the Analysis

Analysis does not follow a fixed set of steps. The procedure used is related to
the type of materials used and the sorts of questions being asked. This contrasts
it Lo many styles of psychological research where the justification of the research
findings depends on following a set of steps in a precise and orderly manner.
In discourse research the procedures for justification are partly separate from
the procedures for arriving at analytical claims.

Analysis is a craft skill that'can be developed through reading discourse
research studies and working with sets of materials. It combines elements of
hypothetico—deductivism and inductivism. The researcher will typically de-
velop conjectures about activities through a close reading of the materials and
then check the adequacy of these hypotheses through working with a corpus
ol coded materials. For example, imagine onc is interested in the design of
opening questions in abuse helpline counseling. We have noted in our example
carlicr an opening question that is open-ended and constructed in a colloquial
manner. To establish the relevance of these features for the activity being
done, one would do a number of things.

L. Search for a Pattern: We would look through our corpus to see how
regular this pattern is. If such a pattern is not common, then our
speculation will start to look wealk. This is a complicated matter. We
might find additional fine-grained organizations. For example, the
caller in the example is a child (she describes herself as 12 later in
the call, and sounds young). The counselor prefaces her question by
addressing her by name. It may be that this is more common with
child callers and has a specific role in the interaction. These are new
questions to follow up.

2. Consider Next Turns: Our hypothesis is that the counselor’s turn is
designed in the way that it is to head off potential problems with what
comes next. If next turns typically go smoothly, then this provides
support. If we still see trouble arising this would go against the idea.
In general, in discourse work the sequential organization of interaction
is a powerful resource for understanding what is going on. As conversa-
tion analysts have shown, speaker’s utterances display an understand-
ing of the earlier utterance. For example, in the first extract the speak-
er’s following turn is hearably an answer. This provides a participant’s
confirmation of our analytical intuition that the counselor’s turn is a
form of question.
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3. Focus on Deviant Cases: These might be ones in which very different
question conslructions were used; or where surprising next turns ap-
peared. Such cases are rich analytically. For example, they might cast
doubt on our general claim and send us back to the drawing board. If
no trouble ensues {rom very specific opening questions, or ones deliv-
ered in a very formal speech style, then we will have little evidence
for our conjecture about the role of particular question constructions.
However, if our unusual cases lead to trouble of various kinds, then
the deviant cases will have provided strong support for the conjecture.

4, Focus on Other Kinds of Material: Obviously there is an infinite set
of alternative materials that we might use for comparison. However,
we might consider other telephone helplines, perhaps where calls have
a more specific topic (directory inquiries, flight information) or, on the
other hand, mundane calls between friends. This will allow us to get
a better handle on the specific business being done and how it works
in this counseling helpline, drawing on, or differing from, the business
taking place in other settings.

It would be wrong to imply that these four analytical tasks happen sequen-
tially or that all of them will be possible or appropriate in any particular
case. They are indicative of the sorts of analytical procedures that researchers
go through.

4. Validating the Analysis

There is not a clear-cut distinction between validation procedures and analyti-
cal procedures in discourse worli; indeed some of the analytical themes are
also, differently understood, involved in validation. Nevertheless, it is useful
to highlight some of the major elements involved in validating clains. Again,
not all of them will be relevant in all cases, but individually or together they
contribute to establishing the adequacy of particular analyses.

Participants’ Orientations

The importance of the turn-by-turn nature of interaction has already been
emphasized in the analytical section earlier. Any turn of talk is oriented to
what came before, and sets up an environment for what comes next. At its
simplest, when someone provides an acceptance it provides evidence that what
came before was an invitation. If an analyst claims that some conversational
move is an indirect invitation, say, we would want to see evidence that the
recipient is orientating (even indirectly) to its nature as an invitation. Close
attention to this turn-by-turn display of understanding provides one important
check on analytical interpretations (Heritage, 1997). This principle is analyti-
cally powerful, although not foolproof, and there have been major disputes on
its limits for the analysis of phenomena that involve social categories and
power (see Wetherell, Taylor, & Yates, 2001).
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Deviant Cases

Devianl cases have already been cmphasized. However, it is important to note
their significant role in the validation of findings. Deviant cases are often the
mosk analytically and theoretically informative. They can show whether a
generalization is robust or breaks down. For example, studies of media inter-
views show that interviewees rarely treat interviewers as accountable for views
expressed in their questions. As Heritage and Greatbatch (1991) have shown,
this is the normal (indeed, normative, pattern). There are occasional deviant
cases, however, where a news interviewer is treated as responsible for some
view. However, rather than showing that this pattern is not normative, these
deviations are the exception that proves the rule. Cases of departure can lead
to considerable interactional trouble, which interferes with the interviewee
making his or her point (Potter, 1996a).
t

Coherence

The accumulation of findings from different studies allows new studies to be
assessed for their coherence with what comes belore. For example, work on
the organization of food assessments in mealtime conversations (Wiggins &
Potter, in press) builds on, and provides additional confirmation of, earlier
work on assessments and compliments (Pomerantz, 1984). Looked at the other
way around, a study that clashed with some of the basic findings in discourse
work would be treated with more caution—although if its findings seemed
mure robust it would be more consequential.

Readers’ Evaliation

Once of the most fundamental features of discourse research is that its claims
are accountable to the detail of the empirical materials and that the empirical
materials are presented in a form that allows readers to make their own checks
and judgments. Discourse articles typically present a range of extracls {rom
the transcript alongside the interpretations that have been made of them. This
form ol validation contrasts with much traditional experimental and content
analytical work, where it is rare for anything close to “raw data” to be included,
or for more than one or two illustrative codings to be provided. Sacks’s (1992)
ideal was to put the reader as far as possible into the same position as the
rescarcher with respect to the materials. Such an ideal is unrealizable, but
discourse worle is closer than many analytical approaches.

Whether used singly or together, these procedures are not a guarantee of
validity. Nevertheless, sociologists of science have shown us that guarantees
are hard to find where we are talking about even the hardest of sciences. What
these procedures offer is a degree of public quality control. Any study that
cannot effectively show participants’ own orientations to a phenomenon, that
cannot deal with deviant cases, that is out of line with previous research, and
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that fails to offer convincing interpretations of reproduced extracts is unlikely
Lo be worth serious consideration.

A Research Illustration: Perikyld on AIDS Counseling

A wide range of different discourse studies could be used to illustrate the
research process. Anssi Perdkyld's (1995) investigation of AIDS counseling is
worth considering in detail. It is a major and well-regarded integrative study
that addresses a related set of questions about interaction. Its topic is a form
of counseling that draws on a well-known family therapy approach so it has
an additional psychological interest: It draws heavily on the conversation—
analytical perspective on institutional talle developed by Drew and Heritage
(1992b) and is worth reading in conjunction with Silverman’s (1997) comple-
mentary study of HIV-positive counseling that focuses more on advice-giving.

Perdkyli researched counseling for HIV-positive hemophilic and mainly
gay-identified men and their partners at a major London hospital. The counsel-
ors characterized their practices in terms of Milan School family systems theory
and, although this is not the start point of Perdkyld’s study, he was able to
explicate some of the characteristics of such counseling. He concentrated on
32 counseling sessions taken from a wider archive of recordings (450 hours).
The wider archive was drawn on to provide additional examples of phenomena
ol interest but were not otherwise transcribed. The sessions were videotaped
and transcribed using the Jeffersonian system. The analytical process was
similar to the one described earlier, with an emphasis on identifying patterns
and exceptions, and considering the counseling interaction in relationship to
other settings.

Part of the study was concerned with identifying the standard normative
turn-taking organization of the counseling. Plainly stated, it is that (a) counscl-
ors ask questions; (b) clients answer; (c) counselors comment, advise, or ask
more questions. When laid out in this manner the organization may not scem
nmuch of a discovery. However, the power of the study is showing how Lhis
organization is aciticved in the interaction—that is, how both counselors and
clients collaboratively keep it on track, and how it can be used to address
painful and delicate topics such as sexual behavior, illness, and death. An
understanding of this normative pattern also provides a way for understanding
breakdowns and departures.

Perikyld goes on to examine various practices that are characteristic of
family systems theory, such as circular questioning, where the counselor ini-
tially questions the client’s partner or a family member about the client’s
feelings, and live open supervision, where a supervisor may offer questions to
the counselor that are, in turn, addressed to the client. The study also identifies
some of the strategies by which counselors can address dreaded issues in a
manageable way.

The general form of Perikyléd’s analysis can be illustrated by his treatment
of circular questioning. He starts by considering a practice that is extremely
common in everyday interaction for eliciting information or actions indirectly.
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This practice involves providing a partial experience of some event as a way

of fishing for a more authorilative version (Pomerantz, 1980). Note the follow-
ing example:

Extract Three
A: Yer line's been busy.
B: Yeuh my fu (hh)- .hh my father's wife called me

By reporting her side of the event, A elicits a fuller account from B.
Perékyld noted that a similar practice appears in AIDS counseling. This
involves asking the client’s partner to provide his or her own understanding
of the client’s experience. This generates an interaction where “the clients, in
an unacknowledged but most powerful way, elicit one another’s descriptions
of their inner experiences” (Perakyla, 1995, p. 110). In the following extract
the client is called Edward; his partner and the counselor are also present,

Extract Four (From Perikyld, 1995, p. 110)
Counselor: What are some of things that you think
E:dward might have to do.=
He says he doesn’t know where Lo go from here

maybe: and awaiting results and things.
0.6

What d’you think’s worrying him.

(0.4)

Partner: Uh::m hhhhhh
I think it's just fear of the unknow:n.

Client: Mm(:

Counselor: |Okay.

Partner: |At- at the present ti:me. :
(0.2) Uh:m (.} once: he's (0.5) got a better
understanding of (0.2) what could happen

Counselor: Mm: ‘

Partner: uh:m how .hh this will progre:ss then:

[ think (.) things will be a little

more [settled in his=

Counselor: [Mm

Partner: =own mi:nd.

Counselor: Mm:

()

Client: Mm[:

Counselor: [E:dward (.) from what you know::

({Sequence continues with Edward responding to a direct question with a

long and detailed narrative ahout his fears.))

Perilyld emphasized the way that the client’s talk about his fears is
elicited in part through the counselor asking the partner for his own view of
those fears. The point is not that the client is forced to reveal his experiences;
rather, it is that the earlier revelation of his partner’s partial view produces
an environment in which such a revelation is expected and nonrevelation would
he a delicate and accountable matter. In effect, what Perikyld documents are
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Lhe conversational mechanisms Lhat family therapists exploit to do their work
and that they characterize in their own literature as using circular questioning
to overcome clients’ resistance.

Conclusion

Discursive psychology provides a novel account of the relationship between
psychology and discourse. Rather than seeing discourse as the product of psy-
chological processes, it considers the ways in which psychology is produced in
talk as parts of practices. Its focus moves from the person to the interaction,
and therefore from cognition to discourse. Discourse is conceptualized as (a)
oriented to action; (b) situated sequentially, institutionally, and rhetorically;
(c) constructed from discursive resources and constructive of events, actions,
and minds.

These general principles go along with a reconsideration of the central
questions psychologists might usefully ask. In particular, there is a move from
causal questions of the form “what is the effect of X on ¥Y” to practical and
interactional questions of the form “how is X done?” These questions bring
with them new topic arcas or reconceptualizations of old ones. The focus
on how queslions combined with the emphasis on discourse being situated
encourages a focus either on records of natural interaction or on interviews
Lreated as interaction in its own right.

The general process of discourse research is quite varied. However, it
commaoanly follows four averlapping but conceptually distinct stages: (a) generat-
ing hypotheses; (b) building a collection; (c) doing the analysis; and (d) validat-
ing the analysis. Ultimately, however, the quality of the research is derived
from the ability Lo show that claims make sense of the organization of materials
in all of their detail rather than following a set of stages.

Discourse analysis and discursive psychology are fast-developing ap-
proaches. Although a few years ago there were rather more promissory notes
and programmatic statements than actual research examples, there is now a
considerable body of published work (for reviews and explication see, e.g.,
Antaki & Widdicombe, 1998; Edwards, 1997; Wetherell et al., 2001). There is
also a range of publications that provide a more detailed account of discourse
analytical methods. General overviews of method can be found in Coyle (1995),
Gill(1996), Potter and Wetherell (1987), Potter (1996b, 1997), Wood and Kroger
(2000), and Wooffitt (1993). Potter and Wetherell (1994) work through the
process of analysis with a single example. Billig (1997) and Potter and Wetherell
(1995) discussed the analysis of broad themes and interpretative repertoires
drawn on in interview tallk. Potter (1998) compared grounded theory, ethnogra-
phy, and discourse analysis in the analysis of clinical materials. Edwards
and Potter (2001) discussed discursive psychological analysis of the role of
psychological talk in institutions. Wetherell, Taylor, and Yates (2001) intro- -
duced and compared a range of different approaches to analyzing discourse.
Silverman (2001) considered discourse and conversation analysis in the context
of broader issues in qualitative analysis.
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I will end by commenting on some of the lensions in current discourse
research and some of its future directions. [ have already noted a tension
between a [ocds on interview work s against a {ocus on the use of naturalistic
materials. There is also something of a tension between work that starts with
aconcern with social critique and work that starts with a concern with discovery
and understanding. A particularly significant recent tension is around the role
of theory in guiding analysis of the categories that are relevant to interaction
as opposed to focusing on those categories that are described or oriented to
interaction. In a medical interaction, say, are the categories male doctor and
woimen patient relevant because of a theoretical judgment about the significance
of such categories, or should analysis.look for evidence of orientations to and
displays of gender and medical authority? An illuminating and sometimes
heated debate has taken place around this issue (see Billig, 1999b, 1999c;
Schegloff, 1997, 1998, 1999a, 1999b; Wetherell, 1998). This debate has raised
some important and subtle analytical issues, and encouraged all analysts to
consider their practices carefully. )

Three themes and directions for the future are worth highlighting. First,
there is an increasing interest in the nature of cognition and how it should be
understood in interaction. Edwards (1997) has already laid out many of the
significant issues. Perhaps the most basic is whether discursive psychology
should supplement traditional cognitive and social cognitive work in psychalogy
or whether it should provide a respecification ol cognition that will supplant
that work. Chapters in te Molder and Potter (in press) explore various stances
on the nature of cognition and its relationship to discourse and interaction.

Second, there is likely to be an increasing focus on institutional talk. There
are many institutional settings (classrooms, therapy sessions, drug rehabilita-
tIOT? centers) where psychological issues (learning, insight, change) are both
topic and part of the texture of the interaction. In contrast to the psychological
project common in much mainstream North American work, which attempts
toidentify general laws and patterns that will have their effect in any particular
situation, this work starts with the specificity of the situation before considering
what might be more general. o

Third, there is an increasing interest in practical uses of discourse worlk.
How can the detailed study of practices input into training, for example? One
possibility is that by explicating practices of counseling, say, counselors will
be enabled to make more informed and strategic judgments about what they
do. As yet this has been a theme that has been little developed; nevertheless,
it is likely to become more prominent as discourse research evolves.
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Narrative Psychology and
Narrative Analysis

Michael Murray

It was long ago, and long ago it was; and if I'd been there, I wouldn’t be
here now; and if I were here, and then was now, I'd be an old storyteller,
whose story might have been improved by time, could he remember it, Three
good points about stories: if told, they like to be heard; if heard, they like
to be taken in; and if taken in, they like to be told. Three enemies of stories:
endless talk, the clash of a mill, the ring of an anvil. (Carson, 1999, p. 1)

This quotation is the opening paragraph [rom a prose work by the Irish
writer Ciardan Carson. It provides an introduction to a wondrous book of tales
in which Carson intertwines stories told to him by his father with versions of
ancient Greek myths and with stories about Dutch painters. It also provides
a fitting introduction to this chapter in that it summarizes both the pervasive-
ness of storytelling in everyday social interaction, the role of plot and memory
in narrative, and how in the modern era storytellers have become self-conscious
of the telling.

Brian Richardson (2000) began his introduction to a recent special issue
of the journal Style devoted to the study of narrative with the sentence, “Now,
narrative is everywhere” (p. 168). Whereas 20 years ago the study of narrative
was confined to literary scholars it has now spread across all the disciplines,
from the humanities through the various social sciences and even touching the
physical sciences (Nash, 1990). It is perhaps because of the very pervasiveness
of stories in everyday life that, until recently, few psychologists have been
interested in studying narrative.

Narrative psychology is concerned with the structure, content, and function
of the stories that we tell each other and ourselves in social interaction. It
accepts that we live in a storied world and that we interpret the actions of

- others and ourselves through the stories we exchange. Through narrative we

not only shape the world and ourselves but they are shaped for us through
narrative. In this chapter we review the nature of the narrative turn within
psychology, detail how to conduct narrative interviews, and consider some
forms of narrative analysis.
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Narrative as Theory

Unlike other forms of qualitative re i i

) search, narrative psychology is not gnl
Y, &Y 3 : Ny y
cor:;err}ed with method‘s but also with broader ontological issues. Narrative
zm e:’crllm.es our very being and our way of acting in the world. We begin by
onsidering some of these theoretical issues before we consid
methodological issues. pecer any of the

Narrative Turn in Psychology

The study of n.arrative accounts has a lengfhy history in modern psychology
We can trace it back at least to Wilhelm Wundt (1832-1920), who is ot";en.
considered the father of experimental psychology but who also developed a

parallel approach termed, Volkerpsychologie that considered the importance of.

such phenomena. as myths i.n human life (Farr, 1983). Sigmund Freud (1856—
1939h) was also 1ntere§ted in such broad. social stories in his study of mass
Isasgrc o]oIgLy buttx;mre 51(11}:1 the personal stories told by patients in the therapeutic
=581on. It was through his careful analysis of such stories that F
his theory of psychoanalysis. . reud developed
] .I‘ljroughout. the 20th cer}tury, despite the domineering approaches of be-
haviorisni z?nd instrumentalism, a steady stream of psychologists turned to
lL]he study of more open personal accounts to deepen their understanding of the
uman FOI‘IdIthl’:l. Fo.r exa}mple, during the 1930s, Gordon Allport led a project
z;xammlng the life histories of refugees from Nazi Germany (Allport, Bruner
doc.]andoif, .1941). iul])sequently, he prepared a report on the use of personaf
-uments m psychological research (Allport, 1942). In th . ot
report Allport wrote, por ) ~n ¢ preface to that

A decade of depression, war and misery has had one benign effect. It has
h!-ought out upon the central stage the struggles of the common m~an th;:
[?ICLLI‘I‘C oflhis daily life, all his homely values. It has brought the documnn,tar

film into popularity, the opinion poll . .. autobiographies that gi\:e‘un )’
cented accounts of ordinary experience. (p. xi) *

In the early years of this new millennium, once more the voice of the
comnion man .and woman has come to the fore in both popular culture and in
the hL'nuan sciences. Today, one of the most popular of literary genres is the
autol?xggraphy, not just of the political leader but also of the everyperson. On
television one of the most popular formats is not the documentary that .'ve
pregcdence to the expert voice but the talk show that provides a forum foglthg
ordinary person to tell his or her stories. This enthusiasm to tell and listen to
pqpuljdr life stories could be described as a marker for a society that is losin
faith in the more established sacred narratives of religion, preferring morg
prosaic accounts for advice and guidance (cf. Chandler, 1990). As the novelist
Marth Amis wrote in his recent book of memoirs: “We live in the age of mass
1oquac?ty. We are all writing it or at any rate talling it: the memoir, th
apologia, the c.v., the cri de coeir” (Amis, 2000, p. 6). e

Narrative Thinking
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One of Allport’s original research assistants was Jerome Bruner, who has
become a leading contemporary advocate of the narrative turn within psychol-
ogy. Bruner {1986) has argued that there are two ways of knowing—the para-
digmatic and the narrative—ecach distinct and “irreducible to one another” (p.

11). The former is based on the process of classifying and categorizing that is
preferred by the natural sciences. It tries to “fulfill the ideal of a formal,

mathematical system of description and explanation” (p. 12). The alternative

narrative form of knowing is a popular means of making sense of the world
by connecting events over time through stories. This narrative mode is the
dominant process of thinking within what Bruner termed “folk psychology,”
mirroring Wundt’s earlier term.

One of the central features of this narrative knowing is that it “specializes
in the forging of links between the exceptional and the ordinary” (Bruner, 1990,
p. 47). It provides a means of integrating the strange and unknown into the *
realm of everyday life. “The function of the story is to find an intentional state = .
that mitigates or at least makes comprehensible a deviation from a canonical
cultural pattern” (Bruner, 1990, pp. 49-50). This argument challenged the - -
dominant atomistic trend within cognitive psychology, and in some [orms of
qualitative research, that attempted to break human thoughts and language /
down into the smallest parts. Instead, according to Bruner (1990), “People do /
not deal with the world event by event or with text sentence by sentence. They/ {
frame events and sentences in larger structures” (p. 64). We do not describe ]
our world as a series of bits and picces but as a series of stories, some more |
coherent than others.

Other contemporary psychologists (e.g., Gergen & Gergen, 1986; Murray,
1997; Polkinghorne, 1988; Sarbin, 1986) have also argued that narrative is a
central human means of making sense of the world. In providing accounts of
our everyday lives we speak in narrative form. In addition, we draw on the
narrative accounts of others. As Sarbin (1990) stated,

Simply put, when we are concerned with understanding and communicating
about action, we organize our observations accarding to narrative plats.
Whether the target of our interest is random movement or geometric figures,
the adventures of a particular person, the history of a social group or the
evolution of humankind, our understanding appears to be dependent upon
our ability to construct a narrative and to tell a story. (p. 53)

The French philosopher Paul Ricoeur in a series of articles and books has
developed a sophisticated thesis for the centrality of narrative in human
thought and identity. One of the central planls of Ricoeur’s thesis is that we
live in a sea of time. Narrative, as it were, provides a map of that sea—it
brings order to disorder. A central feature of this narrative process is emplot-
ment, whereby we derive “a configuration from a succession” (Ricoeur, 1991a,
p. 427). Before we provide this order or shape, Ricoeur argued, there exists a
prenarrative structure to our reality that “constitutes a demand for narrative”
(1989, p. 74) but also linuits the shape we can give to our narrative account.
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The narrati
Lo be awash in a sea of

thn of our reality is central—without it we continue 1
me,

Structure of Narrative

So what precisely does the term narrative mean? The very pervasiveness of
the term can lead some researchers'to suggest that narrative can be any form
of text or discourse. However, there are certain distinguishing features. The
most distinctive feature is that it provides a coherent causal account of an
event that has occurred or that s expected to occur. This definition includes both
the causal and temporal dimensions of narrative, The extent of the coherence of
the story may vary. Narrative provides a certain shape, structure, or plot to _..
a sequence of events. In any culture there are many such plots that we cag /
draw on {0 shiape our interpretation of events. Some cultures may have a
greater range of plot lines than others, and it is even possible that in certain
cultures the range is minimal or nonexistent. Because narratives provide shape
to our past and projections about our future it would be expected that such
cultures would have limited history or plans for the future, but instead their
members would live largely in the present. /
- The plot is what gives the narrative account its structure, As Polkinghorne *
(1988) .arg'ued, it i5"the narrative plot that can’bring ¢oherence to such an
expansive sequence of events as those involved in the birth of the universe
(‘e.g., religious stories of creation), as well as allowing us to bring order to the
finer details involved in conducting a minor event such as going to the store
for groceries. In each case, the narrative brings a sense of order and meaning
- to the myriad details. : - S O o
. It is the plot that connects the beginning of the story to the end. It weaves
d;\(‘ferent episodes together to make a coherent and meaningful account. It is
the plot that gives the story its meaning. ‘ s

CLEE prn el bl ef

Social Nature of Narratives

The stgries that we tell about lives are social constructions. In constructing a
narrative account we make use of everyday language. The social nature of
language conditions the character of our narrative accounts. “It is together
thz{t we remember; and it is within the social medium of language t}:at we
articulate our most individual memories in the mode of narrative” (Ricoeur

199’7., p. xliii). Tn addition, we share stories about our lives with each other.’
We 11.ve within a web of family, community, and other stories. To continue the
nautical analogy, we swim in a sea of stories that seeps into our consciousness

and into our very identity.

This social nature of narrative is one of its distinguishing features when
compared to such other forms of imagination as dreams. Although some re-
searchers suggest that we dream in narrative, this is not clear. According to
the early French social psychologist Maurice Halbwachs (1952/1992), one of
the particular features of dreams is their lack of structure, their very fluidity.
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Dreams could be considered analogous to Ricoeur’s prenarrative experience.
Itis this dimension that provides their mysterious and, sometimes, threatening
quality. Dreams exist in a lonely world. They contain disconnected sequences
of events that can be strange or “dream-like.” They melt away when we awake.
When we attempt to recall them it is difficult, whereas when we attempt to
recall stories it is more straightforward. Stories exist in a social world. In
providing accounts of experience we actively organize them in narrative form
so that they can be grasped by the other. In addition, they are partly organized
for us by the other person and by the culture in which we live. They are
coconstructions (see Mishler, 1997).

The structure of narrative accounts is not fixed but depends on a variety
of factors including the narrator, the audience, and the broader social and
cultural context (see Murray, 1997a). The character of the relationship between
the narrator and the audience is of central impo ce. The narrativels created
in this exchange. As Freud (1937) stated in describing the analyst—
‘analysand exchange:

The analyst finishes a piece of construction and communicates it to the
subject of analysis so that it may work on him; he then constructs a further
piece out of the fresh material pouring in on him, deals with it in the same
N way and proceeds in this alternating fashion until the end. (pp. 260-261).

is coconstructed by the two or more parties to the exchange. One
of the parties may have more influence than the others such that he or she
cafi 'shape the narrative. This dominant plot line may or may not accord with
thé experience of the other. This question regarding the relative contribution
s of the different participants in shaping a narrative is an ongoing challenge

“social power (cf. Murray, 2000). Especially since the work of Foucault (1980),
1 social scientists have broadly accepted that power pervades all social relation-

discipline. People are constantly engaged in a process of negotiating the connec-
tion between their personal narratives and these dominant societal narratives.
As Morawski (1997) argued,

Narratives serve as mediations between individual actions and material
and social-structural conditions; they reflect the dynamics of ongoing negoti-
ations, interpretations, and construals just as they indicate the constraints
operating in these dynamics. (p. 675)

Challenges to Plot Lines

There are events that seem to challenge standard plot lines: These are the
events in our lives that do not fit easily into a coherent form. It is this difficulty
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In creating a narrative about certain personal or societal events that can leave
;} p‘o.r:(son or a cummunity adrift, uncertain, and anxious. Narrative therapists
;u(fh ’L}s White and‘Epston (1990) have suggested that the reason people seek
e p is because .then‘ narrative repertoire does not sufficiently encompass their
f}:s}yday exp.e'nences. The aim of narrative therapy is to help clients expand
i ir reperto.u e, to‘construct_new and more satisfactory stories. Rather than
rying to adjust dlsconne‘cted cognitive distortions, which is the preferred
1rpeth(‘)d of much ’thgrapy, narrative therapists prefer to explore the larger plot
Nes In a person’s life story. These plot lines may reflect the dominant societal
1133}11(:1:_ :;ei tghaz do 1t1}(1)t acc‘?i]d v;,l'-ith personal experience. The aim of the narrative
st is, together with t i , i i
and 1 e egaltemative Stez I’cizse'nt, to challenge these dominant plot lines
. The adeguacy of personal and societal plot lines to encapsulate particular
socufd traged}es has been considered by historians such as Lawrence Langer
In his a.na]ysls of holocaust testimohies, Langer (1991) found that the accougnts.
of survwors'were often disjointed and unfinished—it was not possible to fit
the horrors into a standard narrative form. This lack of narrative coherence
threatened the survivors’ sense of personal interconnectedness. The only way
some of them could pr(?ceed was by developing a new self built on new stories
Howevqr, the foundation for this new gelf was tenuous and led to ongoin :
.pe.rsonall and social difficulties (see also Fremont, 1999). Langer arguedgthagt
itis T](?'f_]u.st at the personal level but also at the societal level that this challenge
to nanatw.e exists. Developing a coherent social narrative for these horrors
cou.]d ’contnb.ute to the banalizing of the barbarity of the Holocaust. An agrecd
§0c1al narrative provides a society with an interpretive structure that en:z’lbles
1t to grasp, tfo un.derstand, and possibly to excuse. For Langer and some other
Holocaust: hysto.rlans, such-a process diminishes the magnitude of the evil and
enables Western society to, as it were, move on. Instead Langer (1998) opt
fqr the alternative literalist discourse that “leads nowhe’re but back into fhf
pit of destruction.” He prefers this discourse because “it has the grace to qc(:
knowledge that we learn.nothing from the misery it finds there” (p. 22) But('ls
LaCapra (ZQOO) retorts, such an approach also risks “allowing for the a ;)]0 tc
appeal to silence in its aftermath” (p. 104). poioBene

Narrative and Identity

The ltelling of narljativea.s is closely intertwined with the shaping and mainte-

?ancelof pe'rsonal 1den.t1ty. We tell stories to ourselves and to others about our

hl;':sl; [n tinst}vlva)ff our lives are represented in narrative form. McAdams (1985)
een to the fore in promoting a narrati y

personality. Ho arpant e g rative approach to the study of human

- Anhi.ndividual'.s stor}f has the power to tie together past, present and future

- % inhis c?r‘her hlfe. It.lg a story that he is able to provide unity and purpose

t .;pfhw'dual 1d'ent1.t1es may be classified in the manner of stories, Identity

:i a 111%' 1st'1:>ng'1pud1na1 consistency in the life story. Identity transforma-
on—identity crisis, identity change—is story revision. . ity i i

s, o 10 y ion. . . . Identity is a life
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In some ways this characterization of identity can be considered rather
individualistic in that it ignores the social context within which the stories are
created. It is as if the individual could create any story she or he desires. An
alternative approach is to argue that the construction of narrative identity is
much more dialogical and occurs within a social context. Further, this social
context may be both real and imaginary. As Hermans, Kempen, and van Loon
(1992) suggested, “Imaginal dialogues play a central role in our daily lives:
They exist alongside actual dialogues with real others and, interwoven with
actual interactions, they constitute an essential part of our narrative construc-
tion of the world” (p. 28).

Shaping our personal narratives is closely connected with how we shape
our social narratives. In discussing the role of narrative in constructing our
identities, Ricoeur (1991b) distinguished between configuration and refigura-
tion. The former is the primary activity by which the narrative brings structure
to the world through various forms of emplotment. The latter is the means by
which the author defines him- or herself through narrative. There is a constant
interchange. We draw on cultural plot lines to create our stories about the
world and to define ourselves. In addition, our narrative accounts are not fixed
but fluid. This very fluidity is the focus of much contemporary debate about
identity (e.g., Gergen, 1991) and about the character of history (White, 1978).
It is an issue that influences not only the way we collect but also the way we

analyze personal accounts.

Narrative Interviews

Within the research context the primary means of obtaining narrative accounts
is through interviews. In the interview situation the participant is often keen
to give narrative accounts but is discouraged from doing so by the researcher.

As Mishler (1986) has argued,

Interviewers interrupt respondents’ answers and thereby suppress expres-
sion of their stories; when they appear, stories go unrecorded because they
are viewed as irrelevant to the specific aims of specific questions, and stories
that make it through these barriers are discarded at stages of coding and

analysis. (p. 106)

Conversely, narrative researchers place the collection of narrative accounts
at the center stage of their interviews. They ask for narrative accounts and
encourage them wherever possible. One of the particular strengths of the narra-
tive interview is that it gives the research participant much more central
control in shaping the agenda. In the standard interview the researcher brings
to the interview a series of questions or theories she or he would like to explore.
In the narrative interview the researcher asks the participant to identify the
major themes.

In this chapter, we will use an example taken from a study of seniors’
experience of living with chronic pain to further explore the collection and
analysis of narratives. In that study a sample of elderly people who were
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](lentlﬁ(%d by their physician or public health nurse as suffering from chronic
'nonmz?hgnant. pain were interviewed about the problem. In conducting the
Interviews a life history approach was adopted. Each of the participants was
encou.raged to .dt-::scribe his or her life experiences and subsequently his or her
experience of living with chronic pain. We will focus particularly on the narra-

ti e account Ofone man hO had had hi g
‘ ) Ie am
: Vv o ‘ 1 ' w putated and now Suffered from

Role of Interviewer

The challengg forAthe researcher is to encourage the participant to tell his or
her stor.y. This brings into play the standard advice on being empathetic and
supportlye to.the Participant. For some participants the opportunity of an open
ggenda. is selzed and_thiey‘will proceed to tell extensive stories about their
1|ve§ va1th very little encouragement from the interviewer, Conversely, other
.partm.pants wi‘ll l?e reluctant to speak—the very openness of the na;rative
. interview may invite suspicion and anxiety leading to brief answers and lon
pauses. I.t is unlikely that one meeting with such a person would be Sufﬁcientg
Rathgr, it would be necessary to meet with such an individual on severai
occasions to all'ay his or her suspicions. An alternative approach would be to
invite such an individual to participate in a group discussion in which he or
Sh.e could gain confidence through participating in the exchange of stories
'Wlth .colleag‘uc.es from the community. Another strategy is to suggest that the
1tndw1dual.crvr1te about his or her experiences or to provide her or him with a
O?p}fero;x\gerei(;—::;:srder to take home on which the individual could detail his
Thc successful narrative interviewer needs to get to know the research
parltlmpant. Sometimes, after a brief initial conversation in which the re-
searcher describes him- or herself, the purpose of the interview and the safe-
guar.ds on confidentiality, the participants are satisfied and wiil be prepared
t‘u disclose e?{tensive information about their lives, The participants neid to
feel Fhat their stories are deeply valued, Sometimes this can be difficult. The
partlcxpants.may remain suspicious or feel that their stories are not W(;rth
;)Iftresgarch investigation. This resistance can tax the patience of the naivz
n s;v;:;rs,i‘\:v:;; r;l:;{rfzilisgét despite many attempts the participant continues
Fortunately, times are changing. The narrative turn in the soci i
'reﬁects broader c.hanges in society. The public display of persdlfzflsiloi(i::ngz:
1ncrea§ed the legitimacy of personal storytelling. Elderly people are especiall
recg;)'tlvte. to the extended narrative interview. It would seem that their very
posmon in the life course provides them with a perspective to look over thei)r,
lives. Freeman (1997) suggested that later life is the narrative phase par
e'xcellence. .In .later life one has gained a certain distance from the life one ﬁas
hlved and it is then possible to size up events and draw connections over
time. Because the researcher will often be young, the senior may feel
comfortable about taking control of the interview. mere
A'nhlmport.:ant issue in the collection of narrative accounts is the issue of
reflexivity. This concerns the researchers’ own awareness of their role in shap-
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ing the narrative. The researcher brings to the interview a range of expectations
that may encourage certain narratives and inhibit others. The interviewer
needs to be aware of how his or her very presence can shape the interview.
Animportant guide is to refrain from negative comments that might discourage
the participants from revealing more about themselves. For some participants
the chance to talk in depth about personal experiences can be very emotional.
This can be upsetting for the inexperienced researcher. It is advisable that the
novice interviewer consult closely with an experienced supervisor. There should
be an opportunity for him or her to practice beforehand and to debrief afterward

with the supervisor.

Life History Interviews

The aim of the standard narrative interview is to obtain a detailed account of
a particular broad area of experience. It is most frequently used in biographical
and life history research. In this case the researcher outlines at the outset the
purpose of the interview and then encourages the participant to provide a
narrative account. For example, the interviewer could start, “T would like you
to tell me the story of your life beginning as far back as you wish and recounting
as much detail in your life up until the present.” During the interview the
researcher can interject with such comments as “What happened next?” or
“Can you recall anything else?” The main emphasis is on how the participant
connects events together.

This life history interview can be extended to different developmental
sequences. For example, it can explore the process of “becoming a psychologist”
or “leaving home.” The main concern is that there is substantial opportunity
for the narrator to cast a narrative net over a chronological sequence of events.
In his or her narrative account the author can deviate from the sequence, select
certain events, and ignore others. The interviews with the seniors in the study
of living with chronic pain often began with such general queries as, “Can you-
just tell me a little about yourself, what you used to do, that sort of thing?”
Often such an inquiry was sufficient to obtain a very extended life history.
Admittedly, some seniors were more restrained. In this situation, it was some-
times useful to move from the general life history interview to the specific
episodic interview.

Episodic Interviews

The episodic interview is more focused than the life-course interview (Flick,
2002). The interviewer has a structured series of topics that she or he intro-

.-duces. However, unlike the standard interview that is structured on a more

abstract level, the episodic interview seeks detailed narrative accounts about
the participant’s experiences with these topics. The role of the interviewers is
to emphasize to the participants that they would like them to expand on
their personal experiences. In many ways the episodic interview sets out to
deliberately challenge the attitude—scale questionnaire format that has per-
vaded contemporary society’s idea of social research. The aim is not to get the
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an exte i i
nded accoupt of his or her experience of having pain. That section of

Constructing Coherence
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Narrative Analysis

There 1 i i

boo]i d?;foi variety of narrative analytical strategies. In other chapters of thi

be i :set}ellnalytlcal. and other strategies are discussed. These can al .
0 the analysis of personal narratives. However whereas othzg
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analytical techniques often start by breaking the narrative down into parts,
narrative analysis seeks to consider the account as a whole. In this chapter
we will confine ourselves to certain analytical strategies that focus on-the
narrative structure of personal accounts. The most important feature is the
deliberate concern with the narrative structure, not with the particular themes
within the narrative. In conducting a comprehensive. analysis of personal ac-
counts the researcher will look for particular themes. However, in interpreting
these it is important to locate them within the particular narrative frameworlk.
It is essential that researchers read the whole interview and familiarize them-
selves with the various issues. Three broad approaches are considered in -

this chapter.

Linguistic and Literary Narrative Analyses

The standard linguistic approach to the study of narrative was that developed
by Labov (1972). To highlight the narrative structure, this approach breaks the
narrative down into clauses that are then categorized into six interconnected
components: The abstract provides a summary of the narrative; the orientation
sets the general scene; the complicating action contains the central details of
the narrative; the evaluation can accompany these central details or is confined
to the end; and the coda or afterword can contain a brief or more extensive
reflection on the whole narrative. The central component in the narrative is
the complicating action. The other components-are only introduced in the
more sophisticated accounts. In conducting this form of analysis the researcher
reduces the transcript down Lo what is termed the “core narrative” that excludes
any material considered extraneous to the story line. There may be a number
of such core narratives within any extended interview. The key criterion for
including material in the core is that it is a clause with some connection to
the main story. Then the clauses are arranged into the six components identi-
fied. This approach enables the researcher to grasp not only the action core of
the narrative account but also the interpretive orientation the participant
adopts and the issues that the participant chooses to emphasize and to ignore.
Extensions of this approach are those narrative analytical techniques that
borrow from literary criticism. The genre approach attempts to identify the
broad type of the narrative. The literaFy model developed by Frye (1957) can
be considered the archetype of this approach. From an extensive review of
Western literature Frye argued that there are four main forms: comedy, ro-
mance, tragedy, and satire. More contemporary ecritics have extended this classi-
fication scheme. For example, Plummer (1995) has described the basic plots
of the modernist tale as being (a) taking a journey, (b) engaging in a contest,
(c) enduring suffering, (d) pursuing consummation, and (e) establishing a home.
He suggested that the common elements in these stories are (a) suffering that
gives tension to the stories, (b) a crisis or turning point or epiphany, and (c) a
transformation. Different plots can jostle with each other in a single narrative
and in many narratives certain elements are not apparent. In the example of
the senior with chronic phantom pain, the common element was suffering.
However, there was no clear evidence of an epiphany that enabled this suffering
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to he tr.'ansf'orrr{ed. In many ways, it was this lack of an epiphany that defined
the pain experience as suffering. Other researchers (c. r., Frank, 1995) have
argv.fed Lha.t the eplphany or turning point is the central characteri;tic ofillness
?Fones. It is a narratiye means of transforming illness or any personal crisis
elnognsciﬁge.tl11ng that is threatening into something that is routine or even
Qeo {1991) has suggested that another literary approach is to consider the
poetu; structure of narrative accounts. Many contemporary poets are averse
Fo using a narrative plot in verse but Gee has suggested that verse is often
implicit in narrative accounts. Using this analytical framework the researcher
must ?.)e aware of some of the basic poetic strategies used that may implicitl
organize the narrative account. The researcher needs to be aware of the rhythn);
of the I?arrative that confers stress on certain experiences and also makes
connections with more established narratives, For example, does the narrator
use a repet.itive refrain'to emphasize certain experiences (’)r to connect with
broader societal narratives? In the chronic pain study considered, the elderly

man repegtedly used the phrase “So1.. ." to give his stories momentum and
a ?a]lad-hks form“—for example, “So I went on to Montreal . . . )" “So I went
ashore ... " and “So two years of that and. . . . ” This poetic form of analysis

?llows the researcher to connect the narrative account to the broader cultural
lladit:l()n—ln this case the popular country and western ballad tradition that
highlights the role of suffering in everyday life.

Grounded Narrative Analysis

lee inductive approach derived from grounded theory (Glaser & Strauss, 1967)
can bg applied to narrative analysis. Ruth and Oberg (1996) prov{ded a
s.usta.mod.example of the use of this approach to their analysis of a series of
life histories. They approached their analysis in a series of steps:

1. Prepgre a summary of each life history.

2. I'dent.lf'y the most “startling” case and a contrast case. In their case
Ehcy identified two linear stories—one of happiness that they labeled
the s.weet life” and one of misery that they labeled “the bitter life.”

3. IFlentlfy qther distinct cases. In their study they identified two discor;-
f}?::(ﬁzsr:::i that they labeled “life as a trapping pit” and “life as a

4. Conti'nue reviewing cases and identify remaining types. In their study
they identified two gender-specific types, which they labeled “the de-
vated, silenced life” and “the life as a career.”

5. Organize each life history into these story categories and then begin
to consider in detail the content of each. '

This approach can be useful in idi ipti
L approach providing a descriptive account of the
different life histories. Consider the example from the chronic pain study:

SZI.I'TLITLaI;y: Tl1e narrator was a 75-year-old former shoplkeeper. He led a
varied life in which he worked at a number of different clerical jobs in

'
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isolated regions. He married and had three children. His family accompanied
him on his travels. After a period, he returned toe his hometown and bought
a small general store that he ran with his wife, In his fifties he developed
diabetes and subsequently had one of his legs amputated. He was very
frustrated by this impairment. Although during the interview he expressed
a stoical attitude to the associated pain, afterwards he wept about how
miserable his life was due to the pain. :
Type of story: The story fell into three main components: life before
pain, the advent of pain and how it changed his life, reflections on life with
and without pain. This story could be characterized as “a life of struggle.”
A contrasting story could then be identified that could typify “a life of content-

edness.”
Other stories: The other pain narratives were then reviewed and other

contrasting types identified.

Content of stories: Each type of story was analysed to identify the partic-
ular features and organizing structure. The “life of struggle” was character-
ized by a) difficult life circumstances, b) limited respect for authority, c)
hard work, d) self-sufficiency. (Murray, LeFort; & Ribiero, 2002)

Although this inductive approach proQides an'gkcellent descriptive account
of narratives, it does not deliberately connect with the theoretical assumptions
that guide the analyst. An alternative, more interactive grounded approach is

" to begin by being explicit about the particular theoretical approach favored

and exploring how this provides additional insight into how the narrative is
constructed. An example is the work of Hollway and Jefferson (2000), who used
psychoanalysis as an interpretive frame for their study of crime narratives.
According to their framework the narrative accounts people produce are condi-
tioned by certain unconscious defenses against anxiety. In the chronic pain
study, one central anxiety of the senior who had his leg amputated was the
fear of being reduced to immobility and the implications of this for his identity.
Throughout his life he had been active but now that he was disabled and in
constant pain, his whole identity was threatened and he felt unable to act to
change it. All his family had been active—for example, “Grandfather stopped
working when he was 84, going to sea in his own boat, and mother was 90 and
I got an aunt in Montreal who just celebrated her 106th birthday.” Now his
sense of family and personal identity was being threatened and he felt uncom-
fortable. This dynamic form of analysis could be pursued to explore other
fears that influence the structure of the narrative account. Other theoretical
frameworks could also be used depending on their ability to provide insight
into how people construct their narrative accounts.

Social Context and Narrative Analysis

Because all narratives are socially constructed it is important that the narrative
analyst consider the interpersonal and social context. Mishler (1997) has persis-
tently argued for the necessity of understanding the interpersonal context
within which narrative accounts are constructed. As an example he contrasted
two doctor—patient interviews. The first he termed “a facilitated story” that
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\lvus' punFLuated w1Eh periods of silence; when the patient speaks the doctor
(](').Ch.nf)t lxltul'rt}pt. Conversely, in “an interrupted story” the doctor deliberatel
(;; ecls L{w patients to focus on detailing their symptomatology. This procesz
?5 S&C()ozltagen;(ept through silenf:e and direction through detailed questioning
s ale t};e V\;Olt;. in thte rt?se'arch 1I}terv1'gw. It is necessary to consider not just
e tmnsmPl r 1c1t;})lan said in Fh}e 1'nterv1ew but also what the researcher sajd.
n 131.ng the accou.nts it is important to give as much detail as possible
ol the conversation both in terms of words, paralinguisitics, and silences. Th
reseallrch]er can a1§0 ret‘urn to the interview tapes to clarify i’ssues of emph.asise
awar:tthlaet (t:}lilzolrgz séaol; svi\:,L;cslyto(ll\c/lhzrray et al.,f2002) it was important to be
! 0 a young female in i ior
erpphaswgd ‘throughout that he had a]v}v,ays %ed a vigorct)flgwiermzne’f‘l};z::?'lffn
His description of his leg amputation was brief and matteriof-facz' e

E)r..goge.s tried to save it and everything else. After about six months he
decided it would have to come off. There was no way in getting it any better.

So it came off about si g i
> S1x years ago. But to get back to closing the store, atc.

" 'tI‘(}:‘r(?nglml()ut the intervi‘ew he emphasized his vitality, his fortitude and
Orﬁx};l::olrr:ernﬁnagnég thedp]am. However, when the tape recorder was switched
8 changed rapidiy. The man began to cr- d
his cha api y and to talk about how th
ssmt::;lzl destroyed his llf(?. The narrative of strength that he presented waz
heer‘“lll was constructed in a particular interpersonal context and one that
he (.‘ : 1te .wantcf:l to be rgcorded. However, it was an identity that was difficult
fm‘ir;i]'n'ELna_’,[‘]]ns.an]alytlca] a}p])proach can provide the opportunity to explore
' Lne dialogical approac i ! ive i i
ot ot ot Ao pproach to the construction of narrative identity (Her-
The structure of the narrative is
_ account is also bound ar
social context. As Flick (2002) has emphasized uned by the broade

iin then‘g(rﬁm‘cFe shlaping, they [narratives| draw upon basic cultural narra-
d.vﬁs an ife hlSt.Or‘IeS offered by the culture. The goal of analyzing narrative
lata is more to disclose these constructive processes and less to reconstruct
factual processes. (p. 202) e

broag;;nstfgzll‘ertimg pt(?rsonal narrative acpounts we can connect them with the
proader socla (n:rra 1ves.hFor example, in her study of the narratives about
o pesthenia rv(ollgsgsx agshon) of people from the former Soviet republic
S ,CO ! E nTs )<?le'hbera’te]y connected them with the broader social—
poltical s entsxt}.] ge p.art1c1pan.ts. narratives of illness were interwoven with
o e Eng]ed” r(apA olrg){nant political narrative—for example, “I feel that I'm
e iﬁetgzcihr%mc paln.stud)" (Murray et al., 2002) one of the major issues
s the (l o gopnectlon w1§h broader religious narratives. For some of the
1 rs these rehg"lous narratives pervaded their lives and could provide a
(cio 1e1:.ent exp.lanatlon of their crisis. However, for the individual previousl
escribed, this was not the case. At one point the elderly man said, “I lost af{
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that when I went up North. With the priest, ministers.and the holy rollers
and all the rest of it there. 1 lost all faith in their actions.” Without this belief
in the transformative value of suffering that is a central component of many
religions, his pain had no meaning. Instead, he felt lost and confused. This
more social analysis enables the researcher to explore the wider social norms
that shape our narratives. - ‘ :

These three broad approaches to narrative analysis (cf, Murray, 2000) can
each contribute particular insight. The. approach used depends on both the
narrative and the researcher. There is an ongoing engagement between the
researcher and the narrative account to explore which approach provides the
best insight. In his commentary on textual analysis Ricoeur (1991a) used the
analogy of play. The researcher plays with the interview data and through
this engagement explores the value of particular interpretive frames for the
analysis. Such advice can be valuable in guiding narrative analysis.

Challenging Narrative Coherence

In this chapter we began by emphasizing that a pervasive feature of narratives
is the quest for coherence. However, in the late modern era we are somewhat
more skeptical of singular coherence. In the same way, research reports can
explore conflicting narrative interpretations. In addition, this awareness of
multiple interpretations provides a means of challenging dominant narratives.
Narrative rescarch not only explores the social construction of identity and of
reality, it also offers a framework for promoting personal and social change.

Although narrative therapy provides a means of challenging inadequate
personal narratives, connecting with participant action research provides a
strategy to challenge repressive social nairatives.’Awareness of their role can
provide the researcher with the opportunity to question restrictive narratives
and to promote more emancipatory ones. This leads away from the traditional
value neutrality of the more positivist psychology and enables narrative re-
scarchers to adopt a more activist stance. For example, Lykes (1997) has dis-
cussed how she engaged Mayan women and children in Guatemala who had
suffered sustained political oppression in developing a new story of their lives.
Through ongoing group discussion the survivors began to break from their
previous silence and to develop a new, shared narrative of strength and

resistance.
In her work Lykes (1997) conducted workshop sessions with terror survi-

vors in Guatemala. She wrote,

In this co-created group space, creativity is a resource for developing the
possibility of modifying one’s relations, re-establishing previously destroyed
social ties, symbolizing one's experiences of the terror that one has lived,
recuperating or reconstructing one’s story, and searching for one’s truth.

(p. 730)

As a group the survivors became aware of the distortions in their personal
narratives and began to collectively develop a new, more combative narrative.
The new stories transformed them from victims into survivors (cf. Greenspan,
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1998). This more activist for
m of research has substantial i icati :
rescarcher as well as for the research participants 1@ implications for the

Conclusion

Nc rati i i

id;;rt?g:lvz pc?);c]hology provides a Fiyl’]amlc approach to understanding human

person;rl nd he process of. making sense of our ever-changing world. Our
and social identity is shaped around the stories we tell ourselves and
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 Video Methods in
Qualitative Research

Donald Ratcliff

An increasing number of qualitative research studies make use of video data
in the form of videotape, videodisks, recordable DVDs, and other visual media.
Video is useful in a wide variety of contexts for many different purposes. The
use of video involves recording and playing back visual and audio components
of events, contexts, and interviews, which are the staples of any qualitative
study. Because video can transfer this information in a fairly direct manner
for later study and analysis, the quality and detail of virtually any research
study can potentially be improved by the use of video.

The general area of visual research, of which video is a part, has generated
a considerable degree of interest in recent years (Bauer & Gaskell, 2000; Em-
mison & Smith, 2000; Pink, 2001; Rose; 2000). Although these resources, and
others like them, give little focused attention to video methods—at most one
chapter—a number of educational psychology studies, that are at least partially
qualitative in nature, made use of video data. Examples include a study of
latent components in academic counseling (Erickson & Schultz, 1982), rough
and tumble play on the playground (Humphreys & Smith, 1987), gender and
dominance hierarchies (Charlesworth & Dzur, 1987), and cognitive processes
in teaching (Leinhardt, 1989). Psychologists also used video to study counseling
sessions, reactions of newborn babies to adult speech (Condon & Sander, 1974),
and interpersonal behavior change related to seélf-observation on video (Shotter,
1983). The wide variety of purposes, advantages, and limitations of video re-
search have been considered in detail elsewhere (Ratcliff, 1996).

Collecting Qualitative Video Data

At the most basic level, qualitative video is created by setting up a camera
and recording what happens. However, there are dozens of choices to be made
each time video recording occurs. It is important to refiect on the decisions to
be made and the likely consequences before recording video data. Although
the notion of video being a “mirror with a memory” (Collier & Collier, 1986,
p. 7) may overlook the limitations of the camera’s perspective both in delimiting
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what is photographed, when, and from what perspective, perhaps the metaphor
can be maintained if it is admitted that the mirror only reflects a part of a
phenomenon, and the reflection can be foggy because of the limitations of the
medium of video and because of the shortcomings of researchers who aim the
cameras and interpret the data.

One area of disagreement among video researchers is whether the camera
should be used to reflect a more etic—distanced outsider—view of a social
context, or a more emic—insider participant—perspective. Margaret Mead
(1995) believed that filmmakers often impose their perspectives on those stud-
ied, and thus she advocated that participants be included in the planning and
editing of films, reflecting a concern for the emic. Yet Mead also advocated
scientific objectivity—the etic view—recommending that the camera remain
in one place and “become part of the background scene” (1995, p. 9), a perspec-
tive that Erickson (1992) believes is particularly important during the early
phases of a study. )

Collier and Collier (1986) took the emic a step further by suggesting that
participants occasionally run the camera, while MacDougall (1995) advocated
short segments of recording, panning, and close-ups to achieve emic “participat-
ing cinema.” An alternative is to use multiple cameras, although Jackson (1987)
reported that his experience in attempting this was a “nightmare.” However,
Beresin (1993) found that two cameras worked well when one was obvious (on
a playground) and the other semihidden (pointed at the playground from a
second story window). Another alternative is for a second person to run the
camera, relying on cues from the researcher who participates in the activities
being filnied (Corsaro, 1985). In my own research, I generally used one camera,
although I sometimes had a female assistant do some of the photography to
determine if gender influenced the children’s behavior (no significant differ-
ences were discovered). On one occasion I had my assistant, using a second
camera, covertly ilm children’s reactions to the presence of my camera. I found
that the reactive influences observed in this manner could just as easily be
seen by using a wide angle lens on a single camera.

Another important issue is whether a tripod is a help or a hindrance.
Tripods can keep the image from shaking, which results from tiny hand move-
ments that are exaggerated when using a zoom lens (Jackson, 1987). However
a large camera on a substantial tripod can be intimidating, as reflected in
Andre Bazin’s description:

a sort of god . .. just like a heathen altar . . . [the researcher and camera
operator become] high priests . . . who bring victims before the camera, like
burnt offerings, and cast them into the flames. And the camera is there,
immobile—or almost so—and when it does move it follows the patterns
ordained by the high priests, not the victims. (quoted in Segall, 1990, p. 77)

In contrast, Segall (pp: 79—-80) used an “affectionate style of shooting” in
which extreme close-ups were photographed from her lap, with the camera
pointing toward the center of activity. Yet Segall admits that occasionally she
panned the room with a wide-angle lens, as might be done with a tripod. I
used a tripod for some of my camera work, but often found it to be as much of
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a hindrance as a help because it was too lightweight to completely smooth the
panning. After several weeks of stationary camera placement, I began to carry
around the rather large camera and zoom in on events that had emerged as
significant in my study. I found this approach was more obtrusive and produced
an image that wobbled more than the stationary placement, although I could
decrease these difficulties by holding the camera against the wall for stability
and keeping a greater distance from filmed activities, which was offset by the
use of the telephoto lens.

Reactivity is often a problem in video recordings. I found that children

- made faces, grinned, used exaggerated movements, made obscene gestures,

and even enacted drama for the camera. Although this was most obvious in
the early weeks of the study, some reactive effects were noted throughout the
duration of the four-month study. However, I found that I could document that
reactivity by using a wide-angle lens: More typical activities occurred at the
periphery of the screen, then when children entered the area they thought was
being pictured they would act in a reactive manner, then return to normal
behavior when they thought they were out of the visual field. Similar results
were found when'a second hidden camera was used to document reactivity.
However, reactivity tends to become less likely as the camera becomes a taken-
for-granted aspect of the environment and if the camera operator is skilled
(LeCompte & Preissle, 1993).

McCarty (1995) argued that early reactive effects to the camera may reflect
important personality traits and humor of participants, whereas other re-
searchers advocate the use of one-way mirrors and other blinds to hide the
presence of the camera. (Corsaro, 1985; Dowrick, 1991). In contrast, Erickson
(1992) found that when trust is developed and participants agree with the
reasons for the research, a video camera is no more intrusive than taking
field notes. . ' )

Sampling decisions in video recording riot only involve the question of time
but also location and placement of the camera. The degree of zoomiqg the lens
might also be considered a sampling issue. Although comm'ercial videos tend
to have very brief shots from a wide variety of positions, this may not m?ke
for useful research video. Sustained views of an event may permit more detailed
analysis later; what may seem boring when being recorded may become invalu-
able when viewed in slow motion during analysis. For example, some events
that may seem repetitive may indeed have minor variations that can only be
seen by carefully. studying the video. Jackson (1987) recommended that the
position of the camera only be changed when there is good reason to do so,
although I changed the camera position every hour to study the r.etact%ve eff.ects
of different placements as well as examine the differences in activitiesin various
areas of the school hallway I studied. I found the highest amount of activity
‘and greatest diversity of activity was in an area near drinking fountains a}nd
restrooms of the school, and thus later in the study I did most of my filming
near that location. ' )

The position of the camera may make significant differences in the quality
of data obtained because of lighting effects that may not be obvious to t_he
naked eye. For example, when recording people standing in front of a win-
dow, the light from outdoors can cause the camera lens to close and thus the
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participants will be underexposed. Many cameras have a “back light” option
that may compensate for this to some degree, but even the compensation is
a crude general estimate and it may not improve the quality of the view
sufficiently.

When recording an interview, there is the additional concern of what
position will capture the greatest amount of information. For example, if the
camera is pointed toward the participant, the facial reactions of the researcher
will probably be excluded, even though this may be an important influence
deserving study. Two cameras being combined using a split screen device is a
possible solution, although two camera operators may be needed to get details
of facial expressions. I tried using a camera that photographed interviews from
the side of both the participants and myself, a reasonably good compromise,
yet I know that a considerable amount of information was lost in the process.

It is important to log information about the site and the events recorded.
Important details to inclide in this log include the date, time, camera location,
participants involved, camera operator, contextual detail, key events, time and
length of events, and personal reactions (Jackson, 1987). A related issue that
should be considered is whether to set the camera to record the time on the
video. I found this to be a useful indexing device, although most cameras at
present do not index individual frames, a feature that would be very helptul
during analysis. Logging can become so detailed that it can essentially consti-
tute another set of field notes (Erickson & Mohatt, 1982). Logging and field
notes constitute an audit trail that can be examined by outsiders or participants
to determine strengths and weaknesses in the research process, and thus be
a means of establishing validity (Lincoln & Guba, 1985).

These are key issues that need to be considered in the creation of video
[or qualitative research work. There are also additional issues to consider that
are too numeraus for inclusion. As part of my research of the school hallway
and playground, I tracked hundreds of decisions related to audio and video
recording and their effects on the resulting data. Many of these, as well as
related comments by other researchers, have been considered in detail else-
where (Rateliff, 1996).

Data Analysis and Interpretation

Once video data are created, analysis is required to make the information
meaningful. In many qualitative research studies, data collection and analysis
is an ongoing, iterative process throughout the study, as analysis provides
direction for data collection. This is equally possible when using video data,
although the analysis of video may tale longer than might the analysis of field
notes or audio information alone. This is because video contains an incredible
amount of informatiori; one can spend hours describing a 10-minute segment
of video if the goal is to include as much detail as possible. For example, an
exhaustive account of the colors, textures, shapes, and sizes of contextual
detail, in addition to the identification and description of participants’ physical
characteristics, speech, gestures, gaze, patterns of movement, and other activi-
ties (Beresin, 1993) may require several pages of description for even a few
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seconds of video. Exhaustive video description of a single two-hour video can
be a Herculean task (Lancy, 1993). Regardless, it is probably worthwhile to
scan a segment of video several times to determine the major structural units
that will focus the transcription (Kendon, 1979).

Ié_ Transeription Needed?

In light of the time-consuming nature of complete descriptions, the researcher

" is confronted with two realistic alternatives: a partial, focused transcription,

or no transcription. Focused transcription requires that the researcher either

- begin broadly and “funnel down” to specifics, or conversely that the transcrip-
- tion be theory-driven. Although the topic of a given study might be thought to

delimit the amount of relevant information requiring transcription, it is difficult
to predict what additional factors in the video may in some way be related to

. the topic; discovering these factors and the interrelationships between them

may in fact be one of the purposes of using qualitative methods (LeCompte &
Preissle, 1993). )

. An alternative to transcription is to analyze video data directly. One can
think of video data as being text, and the methods of analysis used with text
can be directly applied to the video data. Qualitative computer programs are
capable of video interfacing for the purposes of coding, comparison, and linking
video segments to one.another, as well as linking video to text, audio, and
other visual data. A. researcher may also manually code segments of video
using either paper or a computer if a time counter is embedded in the video

“during the recording phase, although this is less functional if the counter does
“not include seconds or when two screens—one for the computer and one for

the video monitor—are required. As qualitative computer programs evolve to
greater sophistication, DVD recorders extend memory capacities and provide
faster retrieval and computer hardware for interfacing video data improve,
entire video data sets may be quickly and seamlessly analyzed with user-
friendly programs.

One or Several Sites? One or Several Purposes?

Early qualitative research tended to emphasize a single site to be described
and analyzed thoroughly. However, multiple site studies have become more
common not only because of the greater potential of determining more continu-
ities and distinctives, but also because of concern for generalizing results.
Schaeffer (1995), for example, studied communication between family members
in several New York City houses. Initial “mapping” of the environment involved
photographing the households to determine the best placement for video cam-
eras. Cameras were connected to monitors in a nearby studio. The researchers
noted that family members, particularly the children, became less and less
conscious of the cameras over time. Log entries of family activities and partici-
pants in events was made for each 3-minute period. Near the end of the study,
movie cameras were substituted for the video cameras so that greater clarity
could be obtained.



118 DONALD RATCLIFF

A particularly interesting aspect of this study is that the data were ana-

lyzed for several different purposes. In the initial analysis, child-rearing prac--

tiges of Puerto Rican§ were studied by comparing the comments of parents
with the actual Practlces observed in their homes. In a subsequent analysis,
patterns of dominance in households were assessed. A third analysis of the

data considered behavior associated with food consumption, particularly re-

lated control and authority patterns related to household foods. A fourth topic
was r.10r.1v.e1:ba1 behavior that refiected authority and dominance patterns, as
seen in initiating activities, controlling objects, and physically displacing other
tamily members. Another analysis examined the touches between family mem-
bers, particularly the affection displayed between husbands and wives and
between parents and children. An additional topic for analysis was that of
cultural norms related to proxemic territoriality and the minute analysis of
related body movements. :

The question of whether to film one or mare sites, and whether one or
multiple purposes are considered, are issues that relate to time and personnel
available. Olten a choice must be made between studying one topic at several
locations or one location with several topics. But as the trend toward multiple
?esearchers increases, this may become less of an issue. The ideal, of course,
is Lo let the emerging data inform these decisions. In most cases, the practical
scope of the study will be influenced by the nature of the initial purpose and
questions that direct the research.

One or More Analysts?

The Schaelfer study (1995) is a good example of multiple analysts being involved
in a study. Several of these studies involved ethnography students at Columbia
University who learned how to conduct analysis using actual data, while simul-
taneously producing results that were later published.

The potential for multiple observers viewing the same data, as well as the
opportunity to review segments repeatedly, can be a means of establishing
reliability of'descriptions and constructs (Lancy, 1993), although this possibility
has rarely been considered by researchers {(Kirk & Miller, 1986). Multiple
9b5ervers, as well as multiple data sets, also permit triangulation, which is an
important means of establishing validity in qualitative research (Mehan, 1979).
Because video images are direct and mechanistic reflections of reality (Ball &
Smith, 1992), they may be more credible and believable than observation alone
because of the assumption that “pictures do not lie.” Credibility is the bottom
line in establishing a degree of qualitative validity, and multiple analysts
increase credibility.

Participants as Analysts? Individuals or Groups of Participants?

Despite the value of the technology of video and computer programs, however,
the most important qualitative analytical tools are the human eyes and brain
{(Jackson, 1987); video can only assist the researcher. Video analysis is a com-
plex task because it involves abstracting and creating new knowledge (Collier
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& Collier, 1986). However, the researcher need not accomplish the task alone;
analysis can be a cooperative effort of both the researcher and participants,
as qualitative inquiry attempts to discover meanings of activities and contexts
to participants. Participants are educators who teach the researcher their
perspectives (Collier & Collier). Participants can view segments of videos, and
in the process offer their understandings of what is portrayed. It is also possible
to include outsiders, who bring with them different experiences and thus a
wider variety of interpretations. Teams of participants, researchers, and outsid-

- ers can interact with one another as they observe video, producing a higher
- level of analysis than one person in isolation (Collier & Collier). However, fine-

grained examination of video by multiple analysts can be costly (Lancy, 1993),
time-consuming (Collier & Collier), and be undermined either by conformity

influences or by friction between group members.

In my own research with children, I showed school hallway videos to small -
groups of three to six upper elementary-level children and asked them to
describe events and the meanings of the events portrayed. These self-selected
groups—formed by using snowball sampling (LeCompte & Preissle,.1993)—
readily talked about events as they watched, but comments tended to center
on identifying the children in the video rather than describing meanings of

“events. After the video ended, however, they were able to go into greater detail

about what was observed, as one child’s cominents often prompted reactions

“and detail from.other youngsters in the group. However, it was not until the

'second or third half-hour interview with additional videos that I heard children
begin to unfold some of the meanings of events in the videos and their own

" corollary experiences. Near the end of the study when I interviewed children

‘individually, I found they provided more details about personal meanings of
events. Perhaps this was a function of having previously interviewed them in
group settings, but my impression {rom reading the literature as well as other
interviews I have conducted is that children—il comfortable with the inter-

_viewer—are more likely to discuss meanings at a decper level in the one-to-

one context, but it is at the expense of greater detail in the descriptions of
events provided by children in groups of peers.

Separate or Simultaneous Analysis?

There is disagreement on whether the audio track and the video.information
should be analyzed separately or simultanéously. Collier and Collier (1986)
emphasized the unity of the analysis and thus argued that both forms of data

“should be analyzed at the same time. In contrast, Mehan (1982) analyzed

the audio track for three components of classroom communication—initiation,

% reply, and evaluation—then analyzed the video for visual cues in classroom

communication, such as children raising their hands. Similarly Erickson and
Schultz (1982) examined kinesic and other nonverbal components of communi-
cation using video data, then used “voice print analysis” to analyze the audio
track. My own experience suggests that there may be value in separate analysis
when followed up by simultaneous observation and listening, but I suspect
that the specific topic of a given research study may determine the best
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Llppl'()‘ﬂch. This may be an issue that may require some trial and error, particu-
larly in the carly phases of analysis, o
Constant Comparison and Analytic Induction

ﬂthough .it is possible ifo use preexisting categories of beha\./io'r and impose
em on video data, qualitative research historically has emphasized the emer-

gence and description of categories inherent to the research context. Indeed, -

this is considered one of the key values of qualitative research; the intention
lt)o set aside assumptions about what is important in a given s,ettin'g, and to
Cilﬁzi?lggg).experlence the fluid wholeness of the video record_(Collier &
‘ Constant comparison, sometimes termed “grounded theory,” is a . i
tive a—nalygis procedure that involves coding dfi?;l, developingr}c’;tésg:ri%].slat};g;
code“s, which are then further abstracted into “axial categories,” and finall
the “core cate‘gory" to which all other categories are related. Cha,pter 8 of thi)s,
volume deseribes constant comparison in detail, and video adaptation of thi
method is detailed elsewhere (Ratcliff, 1996) ' B
‘ In my research of children in a school hallway, I used the initial phases
olf constant comparison to generate categorics. Although I could have used
v1.dco‘daLu to determine axial categories, early observations without the camer
h}ghhght.cd three social formations of children: phalanxes (children walki‘na
side-by-side), clusters {stationary groups of children, usually in the form ot'i

circle or semicirele), and school lines. Later in the research, detailed components

of these thrvee axial categories were examined in detail by sampling the vid
dapa. The videos became an “elicitation” approach (Collier & Collier, 1986) ZO
?hxldl'e‘r} res.ponded to videos during these interviews. Although in a,sense ’th(sa
idea of ‘soc1ai_ formations,” which encompasses all three kinds of groupings
could be f:on51de1'ed a core category, I did not want to prematurely forzclogse’
Fhe data from c.)ther kinds of analysis for additional constructs and understand-
:)r;gfﬂﬁicz;eicgr‘:zti;r;y cI)V\l/‘n]f};Edren helped me sort categories and subcategories
ay -1 felt . . \ ; 2.
o those T studind oot of(z]);e?:igz,mﬂed children’s perspectives, similar
Znanicc].(i (1934) formalized a procedure of data analysis that can also be
adapted to v1c}eo data analysis. Curiously, this method is often included as a
aspect of qualitative analysis, whereas at other times it is treated as a se arz;tn
method of' qgalitative analysis. Stranger yet, the originator of the n?ethog
only used it in analyzing quantitative data. “Analytic induction” involves the
development of a hypothesis from observing specific events and, as additional
e)famp]es oftbose events are examined, the hypothesis is tested ’and compared
with a]tgrnatlve explanations. The hypothesis is then reformulated andz ain
Eﬁzt](jd w1tiﬁ1 more examples observed at the research site. By regularlly reviiing
the Sﬁﬁl ! i?: if ;zsz;i‘usiifafxsfﬂ of the observed examples, and it approaches
Latfar advocates of Znaniecki’s approach avoided the designation “law” and
emphasized the search for exceptions as central to the hypothesis reformulation
process (e.g., Robinson, 1951). The goal of the testing and reformulation of the
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hypothesis is an explanation that is comprehensive, and thus is isomorphic to
the data. Znaniecki’s work, and later development of the analytic induction
approach to qualitative data analysis, is explored in detail elsewhere (Ratcliff,
1994), as is the adaptation of this approach to qualitative video research (Me-

han, 1979, 1982, Ratcliff, 1996).

Microanalysis

An approach somewhat similar to constitutive ethnography is Erickson’s (1992)
“microanalysis,” which is probably the most commonly used method of qualita-
tive analysis specific to video data. Microanalysis emphasizes the Aow of human
interaction rather than the what. Erickson has argued that this method should
only be used when other methods fail to produce needed details. Like Mehan,
Erickson links his procedure with analytic induction, emphasizing that an
event or behavior is described, measured, or tracked in detail by repeated
examination of sequences. By noting key contrasts between recurring events, as
well as commonalties and distinctives of unique or rare events, the researcher
determines how well conclusions generalize within the immediate context and
then across different contexts. .

The initial analysis begins while collecting video data, as the choice of
what people or events to record is itself an analytical decision. However, the
majority of the analysis takes place subsequent to recording {Erickson, 1992).
Erickson outlined five steps in the analysis of video’ data. )

During the first stage of analysis, the researcher examines an entire se-
quence without pausing or using slow motion. Field notes are written while
watching the video, emphasizing the whole of the event, much as would be
done in a standard field setting.

The second stage involves the identification of major boundaries between
events by locating major shifts in activity and then playing and replaying the
video recording—both forward and in reverse—to discover the precise frames
that begin and end the event. Three phases to the event are thus highlighted:
the beginning, the focus of the activity, and the conclusion that leads to the
next event. Predictable changes in body language and use of space often accom-
pany thesc three phases, according to Erickson.

The organization of each of the three phases in several selected tape seg-
ments makes up the third stage of the analysis. Linkages between segments
of activities are located, elaborating the skeletal structure of the second stage.
The researcher seeks to determine how each participant in the interaction
contributes to the event, concentrating on mutual influences rather than events

in isolation.

Stage four involves the transcription of statements and nonverbal commu-
nication of individual participants, guided by the analytical purposes of the
research. During this phase the cultural influences on interaction become
most salient.

In stage five, segments analyzed in earlier stages are compared with the
remainder of the video data to determine their degree of representative-
ness. Other segments may be microanalyzed for comparison, and typical and
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:g(_ltr);]p;‘;i]ei‘;i;tfor::y be counted. ’rhe-researcher examines the entire video
Enckson illustrated the use of microanalysis in a research study comparin
the interaction styles of a Native American teacher and an Anglo Americag
teacher teaching Odawan students in Canada (Erickson & Mohatt, 1982)
The styles of teaching and classroom management of the two te'ache,rs weré
- compar:ed to examine patterns of participation by the teacher and children
Anal}.rtxc.al charts were created for each tape, listing events and their durations'
functlom.ng as an index for quickly locating specific events for analysis The’
prgduct included quantitative analysis in addition to qualitative descrip.tl'on
Erwkspn and Mohatt found that the Odawan teacher spent more time waiting
for children to finish their activities and used small groups more often thaﬁ
the Anglo teacher, whereas the Anglo teacher provided more time for children
to play. The Anglo teacher also differentiated work time and free time to a
greater dpgree than the Odawan teacher, and the Odawan teacher attended
to the children’s readiness for changing activities'to a greater extent than did
the Anglo teacher. Activities in the Odawan teacher’s classroom were initiated

slowly and smoothly but ended quickly in comparison with the Anglo teacher.

’.I‘he Odawan teacher made fewer movements around the room and generally
1ntera.1ctctd at a smaller distance with studenﬁs, only calling out to groups rather
than individuals from across the room. The Anglo teacher used more directives
.and sta,ted them more quickly. The researchers concluded that the Odawan
teachgrs Pedagogy was more congruent with the cultural principles of social
ergamization of the tribe than was the Anglo teacher’s instruction: Over the
year, video analysis revealed that the Anglo teachef'increésingly adapted t
the local cultural norms in her teaching. : - g ’
Qtlmr researchers have found microanalysis to be a very useful analytical
too! f'(?l' q}lalitative video research. Beresin (1993), for example, studied the
spc}ahzahon of third, fourth, and fifth grade children on a playgrc;und empha-.
sizing the microtransitions that framed the school day, which she co%sidered
rites of passage that marked changes in activities. She microanalyzed children’s
eye movements, patterns of movement, speech, gestures, and other activities
and documented components of children’s folklore, such as rhymes, jokes and,
other games. Beresin found that misbehavior was most likely to o,ccur a7t the.
e'nd. of a recess period, ag aggression was associated with the pressure of the
limited amount of time remaining and the forced proximity of lining up to
:;}(-it{-gn to thedschool E};lildindg. Later she used video segments while interviewing
ildren, and near the en i i
toachers and the mrincinns of the study made .a video presentation to school
. Corsar<? (1985) studied preschool children using a variation of microanaly-
sis. H}a oqthned the emergence of peer culture in the nursery school setting by
studying interactive episodes between children using a one-way mirror. Corsaro
1*epeated.1y.p1ayed segments of the video, sometimes frame by frame to.discover
what activities initiated and maintained interactions. His form of mi,croanalysis
revealed that friendship was established by excluding other children from
group a(fthItleS. A sense of “we-ness” between preschoolers developed from
challenging adults and avoiding adult detection of shared activitjes, Corsaro
(1982) noted that some units of behavior were more clearly bbundaried than
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others; some events had definite beginning and ending points, whereas other
interactions occurred within a continuous stream of events, as beginnings and
endings were more ambiguous in the video data. When such ambiguities exist,
Corsaro recommended that a unit of interaction be generated by blending
various theoretical assumptions with data.

Collier and Collier (1986) suggested that microanalysis can be an optional
component in a broader process of video data analysis. The more encompassing
process includes (a) watching an entire video in its totality, an “immersion”
that can last for weeks; (b) inventorying the video by categories or codings of
activities, spaces, or other components; (c) focusing the analysis on newly
discovered ideas and the original questions for the research, using microanaly-
sis of details if needed; and (d) making conclusions by organizing the details
within a contextual description. The Colliers emphasized that video can reveal
the internal dynamies of activities, as similar segments of video can be viewed
side by side, using slow motion—to find details—and fast scanning to find
broader patterns of events. Both reverse and forward viewing can be helpful,

they concluded.

Research Case Example: Hallway Rituals

Throughout this chapter I have described my own research with children in
a school hallway (Ratcliff, 1995). After successfully completing this study, I
continued to use the 116 hours of video data for secondary analysis related to
the ritualistic behavior of children.

The research question was open-ended: “What, if any, activities in the
hallway fit ritual theory?” Before the research study, I had studied Van Gen-
nep’s (1960, pp. 15-24) idea of “territorial passage” in which a person through-
out most of history who wished to pass from one country to another had to
cross a neutral area between national boundaries. This neutral area is a place
of “wavering between two worlds.” Customarily there are rituals that are per-
formed as the person moves across the boundaries and the neutral region, the
equivalent of modern day travelers going through customs. I found that the
school hallway is also a place of “wavering between two worlds” that separates
the school culture of the classroom—that emphasizes work and submission to
adult authority—from the child culture of the playground, where child auton-
omy is more predominant. The hallway is sometimes predominantly school
culture, as when teachers insisted on silence and moving in lines, yet at other
times it was more like child culture, with exuberant play and talking.

Several years after the original study was completed, I began to examine
some of the more elaborate rituals, recorded on video, when the hallway was

“ a mixture of the two cultures. The guiding paradigm was that of postpositivist

qualitative research (Seale, 1999). I did not know exactly what to anticipate,
although I knew rituals—especially elaborate rituals—were the focus. Partici-
pants were not selected; anyone who was in the hallway had been videotaped.
The site was originally chosen on the basis of a high degree of activity and
movement, to maximize the variety and frequency of behavior, so that as many
relationships and events as possible would be produced (Ratcliff, 1995). As
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noted elarlifzr, the camera was positioned in a location that had the highest
level of activity of the hallway—near the restrooms and drinking fountains.

The data.analysis procedure chosen was microanalysis. This procedure
was selegted in part to demonstrate the method for this chapter, but also
because it pel'-mits a wide variety of activities to be analyzed simultaneously
for many possible relationships and understandings. Because only one microan-
alytical segment will be considered; these results are preliminary.

A video made about five weeks into my research was selected, because it
was recorded after students had come to ignore the camera most ,of the time
yet before I began recording video that specifically targeted the main topic of
th. study, social formations. The tape also reflected one of the more dynamic
tlme periods of the school day, the mid-morning; afternoons were less dynamic
with a relatiyely constant flow of children in the hallway. Seven minutes after’
the Fape begins a boy—probably in fourth grade—does a brief dance routine
a prime example of a spontaneous dance ritual. 1

For the first stage of microanalysis, I carefully examined the first 19 min-
ute.s .of Lhe video, writing field notes on the entire segment. I noted several
ElCt]\{]tleS thz}t were ritualistic, such as children rubbing the walls and a boy
}'ockxng b‘ackmg forth in an exaggerated manner as he walked. The video began
in the midst of a transition; many children were changing classrooms, then
the number of children in the hallway decreased markedly for several mi’nutes
S:(‘dyfhgttpart o]f t(};e halti:vaﬁl Y\éas even empty at times. Finally, the hallway again
seemed to explode with chi i ing i iffer
Toormaye o S]e s, chil ren coming out and going 1nt9 several different

4 The secpnd stage of microanalysis involved the assignment of event bound-
aries. By using the play, scan, slow motion, pause, and reverse functions several
t?mcs, I was able to locate the beginning of the relatively inactive portion of
lec; between the two transitions. The inactive segment began at 3:23—
3 minutes and 23 seconds from the beginning of the tape, when the lasé of a
large group of sixth graders walked past the camera and the end of the hallway
was empty. The end of the inactive segment was at 9:47 when a teacher emerged
from her classroom, followed by her entire class, which was quickly joined by
several' olher classes entering the hallway at one time. During most of the
approximately 6 minutes of this segment of video, there were no more than
two or three children in the hallway at one time.

T?e third stage involved the examination of the segments (Erickson terms
them sFrlps of activity”) that make up the boundaried time period. Because I
hgd notlcec! a rather elaborate ritual by one child in the latter half of this 6-
m‘mut.e .penod, I decided to concentrate on that segment. Seven specific strips
of actlelty. were found between 6:45 and 9:48, several that were fragmentgd
by the individuals moving out of the sight of the camera, then returning. Strip
1a was a teacher walking from her room past the camera (6:45-7:06) an& strip
1b Yvhen the tfaacher returned to her room (9:28-9:48). Strip 2a portrayed a;l
African American boy who left the classroom and walked past the camera

(7:10-7:26) and strip 2b when he returned after visiting the restroom/drinking -

g)uptain area (8:59—'9:48); Strip 2b involved the elaborate ritual of interest.
trip 3 (7:29-7:492) plgtured four boys walking by the camera who then began
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to run to their classroom doorways. Strip 4 (7:34-7:45) portrayed two girls who
walked by the camera, one began to run, but she resumed walking when the
other girl did not run. Three other strips of children’s activity were also
observed.

Several of these seven strips overlapped, indicating multiple trajectories
and activities. Perhaps most striking was the amount of running or fast walking
that is observed. Teachers were in the hallway for a few seconds at a time,
but not continuously. The multiple strips constituted a hallway in transition
from the silence and emptiness of the early morning, to the chaotic and over-
whelming impact of several classes in the hallway at one time. The boys running
(strip 3), the one girl who begins to run (strip 4), and the rapid movement of
a girl in strip 5 were quite different from the leisurely stroll of a sixth grader
in strip 6. One could anticipate the impending change of classes would affect
all of the children photographed except the sixth grader, which was confirmed.
Thus the majority of the strips of behavior suggest a time of “wavering between
the two worlds,” wavering between complete inactivity and bewildering class

change.
The fourth stage in microanalysis examined in detail the event selected

- as central to the analysis, in this case the entry of the dancing child. At 7:10

the African American boy, probably a fourth grader, walked around the corner

from a classroom entryway, toward the camera next to the left wall. At first

he walked straight, then at 7:13 he moved into a hunched position, leaned

down as if to avoid detection, and rubbed the wall intermittently as he walked.

At 7:19, he resumed standing up straight and slowed down as he approached

the camera. At 7:23 he moved to the middle of the hallway to get past the
camera, apparently on his way to the drinking fountain or rest room, and
disappeared from the screen at 7:26. At 8:59 he returned, walked around the
camera, looked back into the camera, and again rubbed the wall with his hand
at 9:01, then rubbed the entire side of his body against the wall at 9:02, as he
continued to walk. He then began to make a first turn with his hands out like
a dancer, completed the first spin midway across the hallway at 9:04. He then
moved his arms up to a vertical position and raised one leg as he moved to the
opposite side of the hall for a second complete 360 degree turn at 9:05. At 9:06
his arms came down, he raised his head to face the ceiling as he turned to
make a third circle. As he completed the third circular movement, and lowered
his head, he took one step backward, then walked forward raising his face to
the ceiling at 9:07. At 9:08 he extended his right arm out to the side, as he
continued walking forward. His left arm was raised some, then lowered and
the right arm was raised to the ceiling in a graceful manner, followed by
lowering both arms at 9:09. At 9:10 his arms resumed a more typical position,
he entered the doorway of the classroom at 9:12, only to reemerge slightly as
he swung around a support pole one time at 9:13, then he reentered the doorway
to the classroom at 9:14, completing the elaborate ritual.

Stage five involved a comparison of the event in stage four with other
similar events. The dancing boy was an example of numerous dances, of almost
endless variety, observed in the hallway. Dancing could involve walking back-
wards or sideways, walking heel to toe, skipping, jumping, hopping, strutting
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with arms and body moving in rhythm with steps, and walking with books
balanced on the head.! Dancing is a key activity of the hallway, at least when
teachers are not present or nonresponsive, probably one of many expressions
of children’s resistance to adult-imposed rules, or alternatively expressing a
desire for recognition as a dancer or musician. These conjectures relate closely
to the theoretical bases of child culture and the sense of transcendence implicit
in ritualistic behaviors, themes I have developed elsewhere (Ratcliff, 2000,
2001). Other aspects of stage five are addressed to some extent in creating the
taxonomy of rituals in the next section of this chapter, but to use microanalysis
completely, the analysis I just described would be repeated dozens, preferably
hundreds of times with as many segments of video, preferably involving multi-
ple analysts who compare their findings and work together to explore and
refine emerging hypotheses and conclusions, ‘

) ‘ o )
Extending the A_nalysis Into a Taxonomy of Rituals

In addition to my own secondary analysis, students at the University of Georgia
and Toccoa Falls College conducted secondary qualitative analysis of my video
data. Students® were given the option of analyzing videos or an alternative
assignment for the class. The students who chose to do analysis signed a
conlidentiality pledge, in keeping with the original provisions of my school
hallway research. They were then asked to apply a rather elastic variation of
Erickson’s microanalysis and analytic induction to analyze videotapes that I
selected in a fairly random manner from the vidéo corpus.

The products of this first level of analysis were then subjected to my own
taxonomic analysis, which my students corrected and elaborated. Videotapes,
each approximately two hours in length, were viewed by students who sought
examples of ritualistic behavior by children. I described several such ritualistic
activities, such as wall rubbing, jumping and hitting door frames, and dancing
around poles that supported the roof of the school building. I showed my
students a sample video, portraying such activities. I specifically defined a
ritual as unnecessary activity that was either repeated or likely to be repeated.
Each ritual observed on the tapes was to be described, with emphasis on the
beginning and ending of each ritual,

Alter several weeks, the students met with me and listed the activities
they found on their videotapes. Although most students clearly understood the
concept of ritual, there was some confusion about the presence, beginnings,
and endings of rituals, Using the research tapes, we located several examples
and as a group attempted to identify when rituals occurred, as well as their
duration. To determine if these could be consistently applied to data, I used a
rough measure of interrater reliability for the length of rituals. Estimated
lengths of many rituals were very inconsistent, suggesting that the definitions

'These variations were described by my students who viewed similar situations on several
other videotapes, as described in the next section of this chapter.

*I wish lo thank Dena Darr, Kristen Hoober, Bill Matko, Jessica Nisewonder, Jennifer Parks,
Jared Ritter, and Chrissy Tackett for their significant input to my analysis.
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Exhibit 7.1. Taxonomy of Hallway Rituals

I.  Drinking rituals

A. Entering to drink
1. Like a bird (Aapping arms)

2. With hands clasped ) .
3. From the side of the drinking fountain, as wall is touched

B. Drinking from the side (to monitor approaching students) .
C. Taking multiple drinks by leaving momentarily and then returning

II. Tactile rituals
A. Wall
1. Purposeful rubbing
2. Touching the wall |
3. Leaning against the wal .
B. Pole (located at classroom entryways, presumably to support the building
roof)
1. Touching the pole

2. Swinging around the pole .
C. Hit and run (touching a person with the presumed expectation of a chase)

D. Holding hands (with another student, usually girls and usually same sex)

ITI. Walking/dancing rituals ]
. Jumping and touching a doorframe '

Shoopging hoops (same as A except with hand movements used in basketball)
. Dancing with another child

. Dance walk )
1. With broadened shoulders and strutting

2. With spasm-like movements
3. With books on child’s head

4. While hopping on one foot ‘
E. Jogging, skipping, or jumping as child leaves classroom

oOwW»

IV. Athletic/fighting rituals
A. Pretending to fire a gun
B. Boxing/fake punches
C. Pretending to fight with swords
D. Wrestling or rough-and-tumble play

needed refinement. My students and I redefined the beginnings and e‘ndmg.s
of several such rituals and eventually gained a degreg of c01.151stency in etstl—
mates of length., A few rituals continued to produce 1nc0n51stegt estimates,
and thus were discarded. The remaining rituals were then made into a taxon-

- omy (see Exhibit 7.1).

Conclusion

Video can be central to a research study by providing important da'ta to.be
analyzed in detail. Video can also be used as a supplement to qualitatative
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research by providing visnal content to which participants respond, or an audit
trail for external examination. In some research studies participants can even
produce video data by operating the camera. Without question, video data can
be an important component to virtually any qualitative research project.
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Grounded Theory in
Psychological Research

Karen Henwood and Nick Pidgeon

Generating theory that is grounded in semistructured interviews, fieldwork
observations, case-study notes, or other forms of textual documentation is
one important principle of much qualitative social science today. It is often
specifically associated with the methodological approach adopted by the Ameri-
can sociologists Barney Glaser and Anselm Strauss during their investigation
of the institutional care of the terminally ill (1965), which they subsequently
termed grounded theory (1967). Grounded theory studies are often prompted by
quite general research interests at the outset. These might include identifying
actors’ views or perspectives on a topic or investigating processes or phenomena
of interest within their local contexts and settings, and from there arriving at
insights and explanatory schemes that are relevant to (“grounded in”) real-
world problems, a previously unresearched topic area, or both.

Since the late-1980s psychologists have been interested in using the princi-
ples and practices of grounded theory (see Henwood & Pidgeon, 1992; Rennie,
Phillips, & Quartaro, 1988). In this chapter we argue that its usefulness for
psychologists is both as a node around which there are discussions of a wide
range of contemporary methodological issues (e.g., epistemology, design, inter-
pretive practice, and validity) and as a resource for framing studies and analyti-
cal strategies that deal in principled and practical ways with the exigencies of
conducting systematic but creative qualitative research that has clear relevance
to substantive problem domains. In so doing we also hope to avoid presenting
grounded theory as a unitary method (for some it is the method of thematic
qualitative inquiry), instead preferring to reflect contemporary developments in
thinking about the place of the approach within qualitative inquiry in general.

. We wish to thank Marcus Sangster, Huw Davies, Paul Finch (of the Forestry Commission),

" Sarah Pearce, Ffion M. Roberts, Sue Hunter, and all of the individuals who contributed to both
the North Wales Community Focus Groups and the Stakeholder Panel. Our colleague Barry
Turner, who died unexpectedly in 1995, shared with us many of his insightful thoughts on the
use of grounded theory method. Mildred Blaxter has been a valued commentator and discussant.
The opinions expressed here are, however, solely ours.
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’ .Wc will also argue that grounded theory's apparent philosophical founda-
tion In a process ol “pure” induction (of theory from data) hides an epistemologi-
cal qﬂl_!gmfrpa. Resolving this requires constructivist readings of the approalz-h
f;hgt more closely reflect the actual processes of grounded theory analysis. If
it is perplexing to find complex, multiple, and divergent ways of presenting
the philosophical positions associated with grounded theory, this is no less
Fhun should be expected in circumstances where qualitative researchers, and
indeed thCiﬂ] scientists in general, are having to juggle with many epistemc;logi-
cu.l t(:'nswnh'. Denzin and Lincoln (2000, p. 2) described these tensions as existing
within a “complex historical field” where modernism and postmodernism repre-
sent Ltwo “crosscutting historical moments” that overlap and simultaneously
“operate in the present.”

The chap_ter references exemplar studies, which we believe provide particu-
larly good .wrltten accounts of various grounded theory projects and principles
’(dl.'awn primarily from psychology but also related disciplines where appro-
pf‘mtc)..The main illustrative study we use is based on an extensive corpus of
discussion data from focus groups we have ourselves conducted with members
of the pu])lic in Wales—a devolved region of the United Kingdom-—about the

; sxml‘)u]lc importance and value they attach to the woodlands, forests, and trecs
yvﬂ,hm L.heil' enviroument (Henwood & Pidgeon, 2001). The study i’s unuquﬁ]
in that it deals more explicitly than many other accounts of grounded Lh.eory
wlth L‘hevth(')r,ny but essential issue of how interpretive, qualitative research
pecessanly n.wolves developing an understanding of the topic in question that
is embedded in particular kinds of psychological and, in this case, sociopolitical/
cult‘ura] theory. In addition to showing how this embeddedness influences the
design and course of research we also demonstrate how our research deploys
some of the principles and practices of grounded theory. d

Background to the Approach

In their book The Discovery of Grounded Theory, Glaser and Strauss (1967)
, obs‘ervcd Lhat, at the time of publication, sociological research placed excessive
reliance on the quantitative testing of hypotheses derived from a small number
of grar}d (totalizing) theories, typically through numerical survey and other
§tatlst1c%1l approaches. They argued that this ultimately led to empirically
1mpove1‘1§hed abstract theory, in the sense of having restricted relevance to
any particular “substantive” problem domain. Closing this “erhbarrassing ga
between tbeory and empirical research” (Glaser & Strauss, 1967, p. vii) thereIf
fore, required a radical change of philosophy. Specifically, what was r;eeded
they argued, was an approach aimed at generating more insightful accounts,
Sontextual explanations, or middle-range theories that would as a consequence’
work” (hold clear relevance to problems and phenomena identified in the
course of study, in context or in situ) and also be relevant to those being studied
In historical terms, as noted by Cathy Charmaz (2000): .

Groun'dlgd theqry .served at the forefront of “the qualitative revolution” . . .
at a critical point in social science history . . . defended qualitative research
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and counlered the dominant view that quantilalive studies provide the only
form of systematic social scientific inquiry. (p. 509)

Glaser and Strauss (1967) also made the basic observation that a new
methodology was needed to realize this alternative goal of generating innova-
tive theory that is well-grounded in qualitative data. Accordingly, they took
the step of formalizing a range of principles, methods, and tactics (which we
outline in greater detail later) to promote creativity in conceptualizing in paral-
lel with rigorous analysis of “ill-structured” qualitative data.

It is debatable to what extent the procedures and methods of grounded
theory are distinctive to the approach, or alternatively should be conceptualized
as one part of a core, generic set of techniques for conducting theory-building
from qualitative data. What has made grounded theory particularly attractive
to researchers from a range of disciplines subsequently is its claim to describe
a formal set of methods or procedures for guiding or gaining credibility for
qualitative interpretive inquiry more generally. Many who are new to qualita-
tive research, and especially analysis, find the provision of such explicit tech-
niques both reassuring and genuinely useful. Equally, there is considerable
work still to be done in relating grounded theory to other researchers’ ways of
depicting qualitative study design, data gathering, and analysis. In our view
the qualitative researcher should not, therefore, approach grounded theory
today in a naive or simplistic way. As with any-other systematic approach to
research, principled choices, both of epistemology and methodology (see Hen-
wood & Pidgeon, 1994; Madill, Jordan, & Shirley, 2000) have to be made
at various stages in the grounded theory research process—choices that will
subsequently guide the conduct of study, its analysis, and cutcomes.

As a philosophy of inquiry, there are a number of historical antecedents
to grounded theory. In psychology these can be first traced to the ideas of
Dilthey (1894/1977), who in arguments with the early experimentalists, such
as Ebbinghause, maintained that the human sciences would be mistaken to
exclusively pursue causal explanation at the expense of establishing under-
standing (Verstehen or meaning). This idea subsequently became significant
in interpretive phenomenology (Schutz, 1962), as well as in the ideographic
school of 1950s and 1960s psychology.

Grounded theory also has an especially long-standing association with
the pragmatic and symbolic interactionist philosophical traditions (see, e.g.,
Blumer, 1969; Mead, 1934) that have served to frame several generations of
researchers’ theorizing, questions, and inquiries within some areas of social
psychology and microsociology. The American interactionist tradition also holds
an important historical place in the development of generic qualitative research
practice to the present day. It provided an early and coherent case for (and
practical examples of) studies that took for granted the importance of the actor’s
point of view and that sought to explore the activities and interactions involved
in the interpretive and symbolic production of meaningful social and cultural
worlds, often through detailed in situ case studies. Accordingly, the philosophi-
cal, theoretical, and methodological mix of ideas that often guide grounded
theorists’ interpretive practice can be seen in their stated aim of initially
focusing on problems and issues that have to do with people’s substantive
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activities, interactions, sense-making, and locatedness within particular set-
tings, before moving on to elucidate more general or formally theorized under-
standings of such problems, including the wider significance of their socially
situated experiences and the conditions and consequences of their activities
and ways of living.

The basic philosophy of grounded theory inquiry may appear to represent
a considerable conceptual break from that conventionally taught within experi-
mental and survey design courses. It opens out a range of new and exciting
challenges and opportunities for psychological research—particularly where
existing theory is inappropriate, too abstracted, or absent entirely—without
also losing sight of necessary rigor in analytical practice (Henwood & Pidgeon,
1992). Reflecting its symbolic interactionist roots, at the interface of sociology
and social psychology, it is no surprise to find those working in the applied or

. .practitioner areas of psychology to be the first to take up this challenge. Good

exemplar studies can now be found particularly within health psychology
(Houston & Venkatesh, 1996; Sque & Payne, 1996), psychotherapy and clinical
psychology (Bolger, 1999; Borrill & Iljon-Foreman, 1996), and also in social
(Annesley & Coyle, 1998; Henwood, 1993; Marsliglio, Hutchinson, & Cohan,
2000, feminist (Currie, 1988; Willott & Griflin 1999), organizational (Crook
& Kumar, 1998), and environmental psychology (Tuler & Thomas, 1999).

The Dilemma of Qualitative Method

The perspective adopted in the original 1967 account of grounded theory hides
an epistemological tension, which Martyn Hammersley (1989) labeled the dj-
lemma of qualitative method. Put simply this arises from a simultaneous com-
mitment on the one hand to scientific process and realism (by claiming to
directly reflect the “data”—for example, participants’ own accounts and view-
points), and on the other a form of constructivism (inherent to the approach
of symbolic interactionism) that involves the researcher in the creative and
interpretive process of generating new understandings and theory. Philosophi-
cally speaking, theory cannot simply emerge from or reflect data, because
interpretation and analysis is always conducted within some preexisting con-
ceptual framework brought to the task by the analyst.! This then raises the
thorny question of what grounds grounded theory (Henwood & Pidgeon, 1992,
1995a, 1995b).

For some analytical purposes it might be simplest to just ignore this di-
lemma. However, the risk is that the approach might then be followed as if it
were a prescriptive method—a standardized procedure for guaranteeing “true”
representations of the psycho—social world. Our own preferred response has
been to argue for a constructivist revision of grounded theory (Henwood &

'Alvesson and Skéldberg (2000) also argue that grounded theorists cannot simply assume

that the La;g_“y‘,gl,ata,",ﬁo_f,g,ualys}iglfg];hg}ms,g]yes,unproblematic or uncontested. In a related discus-
sion, Rennie (2000) suggests that grounded theory involves a “doliblé Hermeneutic” in that both
its processes (theory generation) and “objects” of inquiry (the psychosocial world) invevitably
involve preinterpretation.
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Pidgeon, 1994, 1995a; Pidgeon & Henwood, in press; see also Qharmaz, 1990,
2000; Costain Schou & Hewison, 1996). This framing captures more nea‘rly t.he
essential characteristic of its combination of systematic ?igor in apalyms with
the essentially creative and dynamic character of the interpretive research
process. A constructivist revision also alerts the resgz.ircher to-the fact that
data should guide but certainly should not limit theorizing (Layder, 1993). For
this reason we have used the term generation of theory, rather tha{n dlscov‘e.ry,
as more accurately describing both the epistemolpg‘ical and practlcal realities
of the approach (Henwood & Pidgeon, 1992). Similarly, Martin Bulr_ner’ (1979)
has commented that, rather than theory being discovered or emerging from a
purely inductive process, grounded theory always involves a cons’tant two-way
dialectical process or “flip-flop” between data and the resegr(.:her S co-nce.ptual-
izations. Such a position is also in keeping with an.addltlc‘)nal principle qf
grounded theory—that of emergent design that we discuss in greater detail
r. . .
fate From a constructivist perspective, the logic of interpretive pra}ct}ce requires
that researchers remain aware that knowing always involves seeing or hearing
from within particular individual, institutional, and Otl:IEF somoculturally em- -
bedded perspectives and locations. It also means taking 1nt(? gccount other
complexities associated with the multiple, fragmented, and'sh1ft1ng c.haracteI:
of discursively patterned or “ordered” frameworks of meaning (‘Der}zm, 1997,
Gubrium & Holstein, 20Q0; Schwandt, 2000). Otherwise one will 51mply lack
awareness of the preconditions that inevitably structure understal.ldlng and
that would remain tacit or hidden under the guise of emt.erger.lt 1.deas and
theory. To be able to “discover” or “generate” questi.on.s, meaning, ingights, and
theory researchers must be able to retain their dlsc1p11nz.1ry knovs'/]('-)d.gfes and
use their theoretical sensitivities (Bulmer, 1979). Theox;etlcal sensitivities are
qualitative researchers’ way of approaching the an'al.ys.1§ of data': Rather than
being held as true until found to be false, such sen51t1v1t1.es are viewed as too'ls
that can be vision-creating or vision-blinkering, depending on a complex mix
of individual, structural, and cultural conditions. ‘Paradqu.ally, theoljetlcal
sensitivities tell us where to look at the same time as, potgntlal}y, keepmg us
from seeing (Vaughan, 1992, p. 195). We illustrate the waysin whlcfh theorjetlcal
sensitivities are central to grounded theory interpretive practice—and the
very real practical consequences that follow—in our example study later in
the chapter.

Methodology

It is impossible in a chapter such as this to encapsulate what is now a consider-

~-~.able body of methodological literature, as well as the many examples of pub-

lished grounded theory studies available. This literature now inclu'des all the
various aspects of Glaser and Strauss’s original (1967 ) wc')rk, how it has beeg
followed up and developed in different ways by the 11.1d1v1dua1 au!:hors. an

coworkers (Glaser, 1978, 1992; Strauss, 1987), and, as discussed earheri differ-
ent renditions by researchers influenced by more recent postmodernist and
constructivist thinking within the social sciences. In large measure, however,
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th.e L‘mm ggounded theory indicates, to us at least, an intertwining of research
;f)lxeoufjt an f)utcorpes—where the process involves the detailed, systematic but
1 xi let.elrog.atlon of (a range of) initially unstructured data selected for its
c: ose lre atlonsblp to the problem under investigation and the analytical out-
Limﬁ (often4\iav1th the“powers of formal explanatory theory) combine a demon-
,b 13 (a.re]eva}nce.and fit” to.the substantive problem, phenomenon, or situation
unt erflnvestlgatlon‘ Accordingly, although grounded theory indicates a prop-
ei )crlo g}fonceptual system (strictly an outcome), the term has become associ-
a : -fw1t the metl.lod‘ol‘oglc‘al strategies advocated by Glaser and Strauss (a
(881 of processes) within their original template for grounded theory research
199388-6’}& Strauss, 1967; see also Pidgeon & Henwood, 1997; Strauss & Corbin
! dxj f\gjnefr, 1981). The phases of grounded theory analysis reflecting thé
rder of their expected first occurrence within a single project, are as follows:
1 ’ .
1. l())pe.n-codllrlltg; '1::0 capture the detail, variation, and complexity of the
asic qualitative material (sometimes al
e es also referred to as substan-
2a. LCQonstaLntli' c'om]paring data instances, cases, and categories for
onceptual similarities and difference 3
A, nces (the method of constant
9 . . -
2b. Sc.lmplmg new datz? and cases on theoretical grounds as analysis
;.);logrt.zsses (theoretllcal sampling to extend the emergent theory by
;ai?cmlg otlt e;;lergmg ideas, extending richness and scope, and in
icular to add qualitative variety to th 1 1 withi
B st y e core data included within
2¢. Writing theoretical memor
‘ anda to explore emergi :
links to existing theory; i erEng conoepts and
3a. Engaging in more focused codi i i
: ' ing (including focused, axial ;heo-
; retlcgl cgdmg) of selected core categories; »and theo
b. Slo:tlgulng;to f:‘)d}f’ make comparisons, and sample theoretically until
point at which no new relevant insights i ;
retical saturation); and Eie ae being reached (theo-
4, éc}dlltlo;le’ll.tactics to move analysis from descriptive to more theoreti-
ca .eve.s.. for exarpple, grouping or reclassifying sets of basic catego-
r1et51, wr1tmg deﬁmtl'ons of core categories; building conceptual models
and data displays; linking to the existing literature; writing extended
memos and more formal theory.

]’lhfljc, list p?e§e.nts digcrete stages. In overall terms the analyst typically

mc:;; t1 omt an ntnt;al topic or research question(s), to data gathering, through
reatment of unstructured materials (using the varied ic

: ’ ) analytical opera-

:LOHS. ll_.sted), p0551b1y more data gathering and analysis, and on to a spetrif

Ase(\); etécal catigozlels, interpretations, models, and written accounts of theory

e demonstrate later, this flow is accompanied b :

, y a gradual development

;)]f the cogce‘ptual focus away frgrn local descriptions inherent to the data tlc))w:;ld
orei{or ered ?md anglytlcal (i.e., theoretical) concepts and categories

bott 1.owe\‘rer, in detal.l the core processes of generating grounded theory exhibit

h linear and iterative qualities, reflecting both the ongoing flip-flop between
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data and conceptualization described earlier and the fact that research design
with grounded theory is emergent rather than inexorably fixed in advance.
Strauss and Corbin emphasize that : ) o

hecause our approach to theory building is one of emergence ... the design,
like the concepts, must be allowed to emerge during the research process.
As concepts and relationships emerge from data through qualitative analy-
sis, the researcher can use that information to decide where and how to go-
about gathering additional data that will further the evolution of the theory.

(1998, p. 33)

As a result, the researcher will cycle from later back to earlier operations :
where this is necessary to promote theory development; fit, and conceptual )
integration. Hence, the research question itself, which Turner (1981) pointed
out may only be tacitly understood at the outset of inquiry, is often sharpened |
and refined—sometimes changed entirely—by the process of data analysis (see, .
e.g., Michie, McDonald, & Marteau, 1996). In a similar way, a recategorization
of initial codes can follow the development of the emerging theoretical analysis
or a realization by the analyst that initial terms and concepts used do not in
fact fit the data in the ways originally assumed. . : )

In our view, presenting the linearity and nonlinearity in the process of
grounded theory design invites a nondidactic view of the principle of flexibility,
emcrgence, and iterativeness in relation also to a defined origin to inquiry and
to qualitative research design. Qur own experience of teaching grounded theory
is that new researchers enthusiastically glean from the classic writings on the
topic that they should approach their initial feldwork and data analysis with-
out any previous theoretical preconceptions or reference to earlier literature.
Glaser and Strauss recognize that it is logically impossible to approach inquiry
as a true tabula rasa. But it would be equally fair to say that many writings in
the tradition of grounded theory are less than helpful on the issues surrounding
study origin and (at least initial) research design. We would accordingly recom-
mend Marshall and Rossman (1999) as an aid to designing any grounded theory
study. They help to elucidate a number of initial design choices that grounded
theorists often leave unresolved or unstated in their written accounts. For
example, although grounded theorists emphasize theoretical sampling, in prac-
tice the very first data to be collected are often sampled on other grounds—as

when interviews with lcey informants or a particularly rich case, thought likely
in advance to maximize the chance of obtaining both good quality data and
pointers to additional relevant samples are used (see also Cutliffe, 2000).

One aspect of design decision making seems particularly problematic. This
is the tension between keeping to a general statement of initial substantive
interests and problems and of formulating more specific research questions
(including the use of the theoretical literature to.sharpen initial focus). We
should note at this point that, followinig the initial writing of Discovery, Glaser
and Strauss have explicated rather different positions on a number of critical
issues, including this one. Glaser (1992) has argued strongly for an initially
generalist position to any study: One approaches a problem area because it is
interesting, but without strong preconceptions. He thereby continues the theme
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ofmany qualitative researchers’ refusal to subordinate open-ended, exploratory

research activities to any form oftheory verification by stating that “the problem

emerges and questions regarding the problem emerge” (Glaser, 1992, p. 25).

Strauss and Corbin (1998), on the other hand, argue for enhancing the early

focus of grounded theory studies by making explicit the questions guiding a
researchers’ choice of topic or interest in investigating a particular setting, and
then using these to direct attention to the specific phenomena that are to
be subjected to intensive data gathering and analytical scrutiny. This latter
suggestion is more in line with recent and widely read resource books on
interpretive qualitative methods (Flick, 1998; Marshall & Rossman, 1999; Ma-
son, 1996; Miles & Huberman, 1994), all of which caution against the dangers
of too loose, as well as overly restrictive, initial research designs. Novice re-
searchers, in particular, are deemed to be at risk of being unable to focus their
studies sufficiently ifthey do not make explicit what interests them about their
chosen topic area and state these interests as research questions fairly early
on in their investigations. .

Embedding projects in background and disciplinary knowledges to formu-
late workable and maximally useful research questions early on also brings
the role ol the theoretical literature into question. The principle that people new
to grounded theory often read into descriptions of the approach—ofcompletely
setting aside the literature at the start of the project to maintain sensitivity
to relevance in the data—may sometimes need to be displaced by a more
discriminating strategy of using the literature early on in specific ways. Cutliffe
(2000) emphasized the importance, when investigating relationships between
concepts (in his case between hope and bereavement counseling) of using the
theoretical literature before entering the study to promote clarity in thinking
about concepts as it “helps the researcher to reach conceptual density, enhance

-"the richness of concept development, and subsequently the process of theory
develop_rner_lt" (2000, p. 1481).

" The special counsel that remains within grounded theory is to avoid being
wedded to particular theoretica] positions and key studies in the literature in
ways that overly direct ways ol looking and stymies the interactive process of
engagement with the empirical world being studied, Theoretical agnosticism,
is a better watchword than theoretical ignorance to sum iip the ways of i ing
the theoretical literature—as well as initial research questions—at the early
stages of the flow of worlk in grounded theory.

Grounded theorists typically treat any relevant medium or combination
of media as data;* whether archival documents, official records and reports

P

*If the principal objective is theory building, this could even include quantitative data, as
in some forms of exploratory statistical analysis (cf. Tukey, 1977). Claser himself brought his
background in statistics to the writing of Discovery, and one chapter of the monograph is devoted
solely to the use of quantitative survey data for the inductive generation of theory. Although this
chapter has subsequently puzzled many qualitative researchers who read the book, and as a result
has received very little attention, it too represents a considerable break with mainstream (in this
case statistical) research practice. In particular, by arguing that the conventional canons for
statistical verification (e.g. strictures Buarding against type I error in statistical inference: that
is of rejecting the “null” hypothesis where no “true” difference actually exists) might be temporarily

'
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(Turner, 1978), letters (Banks, Louie, & EirllggzonéZOOO), geidgi%r;ggse;gggoﬁ
right, 1997), locus group data (Green, ; Henwood n, ,
gxlelrgvie;v notes and transcripts (Kimle & Damhorst, 1997; Sarllo—.Iéahzieré;
korva, 2000). Some studies combine multiple sources of data (f}.]g.,_ roOn )
Kumar, 1998; Karp & Tanarugsachock, 2000; Fnedla.nglef, Heat eq?%te e,nd
Marrs, 2000). Selection of precisely what forrp of data\\to.collecT wi (11)978‘
primarily on the aims of the study.” To outline just one examl?le, tgrper‘iries to,
Turner & Pidgeon, 1997) used reportg from govs.l;r::lezr;:c(;clllccll(iagoérslqg o

eory of the human and organizati i ; )
ig:crlls;?:izlaa;};idelﬁs and disasters, precisely. b.ecausg th‘:asg prowd?i a rlf:h},] 1zannd
the best, store of information on such administrative “failures 0 orﬁs;gm;lst
In the early stages of generating grounded Fheory, the researc ff«om e
ot Thit Jo o vcative praross, which tases Tty fhs intarmseraes aiills of the
data. This is a creative process, whic taxes fully : etive skills of the
cher, who is nevertheless disciplined by tbe requlremt.ant. t at co
zzizggries generated should fit (prov%de a recognizable description of) tlllltil;irii:g
Success in generating theory, which is w'ell-g‘rounded, d’epends.r on mai naining
a balance throughout between full use of the rese:archer s own 1mr1r:1g'1na P
theoretical sensitivities against this basic requirement of fit. urnil; (1981)
e e e e sonconte o Kot do T e 1o acvotnt,
i asking, “What categories, concepts, ced to ;
;'2? t\i;]l;é ?sncc)lf impoftance to me in this paragraph?” (p. 232). This 1};)1tldatlaé)he;
then serves as the first indicator for the concept (or category) described by

i i i ther potentially
" card header. 'Q\p\ep coding continues by checking whether further p

significant asbécfs the paragraph suggest different concepts (almost certainly
thil; will), and continues systematically with subsequent paragraphs or seg-
ts in the data. ‘ ' A .
mchshe aim of open coding is to generate an mdexmg system Lhr_ough Whlc'}:}
any particular segment of raw text can be quickly identified, a;:cgsseld, comzz:)r:s
inter i bsequent analytical opera .
to other segments, and interrogated during sul ' serations.
i inf i logy this amounts to a code and retr
Inthe terminology of information techno ode pirieve
i i i i find many computer-aided qualita
aradigm. It is accordingly no surprise to I ) :
Sata arjglalysis software (CAQDAS) packages, founded on suchfa paﬁﬁ;f;?,lggci
ici heir source of ana
licitly reference grounded theory as t 2ir : .
?2(:2(;(2}1{]2 1(i199)’,7' Weitzman, 2000). Such software is invaluable where a pro;gf(;t
involves 1;1rge ai)d complex data sets, which the analyst needsIto organize, SICE,
i t relationships. In our experien
t for complex comparisons and emergen ¢ :
?JTQSBIAS prog‘rims greatly simplify the mechanics of opendcodltr)lg, a.lthouilg
i i ffort to properly set up a database in wa /
this may be outweighed by the e rly : » ways
i 1 g ’ bilities. Even more importan
t fully exploit a particular program’s capa . :
21 :tilll.lth):a rels)earcher who must provide the interpretative work that generates

R ta
et aside where “discovery” of new theory or patterns from exploratory analysis of complex quantita
N -

i ts is the principal objective. ) ) ] "
e d"‘aGtiosfnZ;z the;jry is sometimes inappropriately portrayed as belng solely assoc.la::t;v;iall
the collection and analysis ofinterview data. By contrast, inteme?v‘s are t)‘ql:};ally t{:f Tl?;zugh erial

is i i dies that aim to explore participants’ life worlds
of analysis in phenomenological stu i
own expressed understandings of this (see Baker, Wuest, & Stern, 1992).
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the 111[@] and who decides which segments of data to compare. According] :
general precommendation is that such software should be used by the b g'y‘ -
groundc‘zd theorist only with care. yinehemnng
The' exercise of coding to explore similarities and differences is basic t
implemtf,-ntmg the analytical method of constant comparison, on whi‘ch tho
generation (?f grounded theory is founded.’ This involves con’tinuall sifti :
and condParing elements (basic data instances, emergent concepts z’ases IS
theoretffal propositions) throughout the lifetime of the project. By me;kin 5:1 0}:
compar$ons the researcher is sensitized to similarities {e.g., at more gn : 1
levels of abstraction) and nuances of difference as a part of the éognitive eéyr( 13:51
tion of the full range and complexity of the data. In short similaritiez ana(i
differefices are central to promoting dense conceptual de\;elopment Tak
togethef the com@itments of constant comparison and theoretical sémal'en
define the analytical dynamic of the grounded theory process, which invglzl?ei
,;}liczzzparcher, as we, have suggested, in a highly interactive and iterative

As the number of'coded concepts increases, some indexed to r* e Faents
of the data and some indexed to few, the analysis increasingly inve r
core achivities designed to both raise the conceptual level and COnst o an

arderly theoretical account. Pidgeon, Turner, and Blockley (1991) liken tl
carly pfiases of grounded theory (open coding and initial memoing) to ste ir:e
deeper {nto a maze, a confusing place that may generate considerable uprie :
tainly gnd anxiety. During the later phases of analysis suitable routes out r-f
_Lhis milze have to be found. Perhaps the most critical stage of the who?
anillysigo(:nd}?athsgo escape the maze) is prompted at the point of'theorel;ic’lcl
saturation, where the resear i e
T ot catogorien cher also often focuses on an important core cate-

Research Case Example

Our i]]ixstl;'@}tive case is drawn from a policy study we carried out to investigat
the Syl‘pbqh‘c importance and value that community members attacl ?s 1gf1 ¢
envirorment. The study (Henwood & Pidgeon, 1998, 2001) was s‘lgj fey o1
the Forestyy CDmmission, which has national 1'esp0n,sibility for plgnrﬁn oo
in some SO ?}'(?181 cases managing, tree and forest cover across Lth Ld
Kingdo#. Tewditionally, the “value” of forestry had been assessed pur l]“ ;
econont€ E’%‘-fmS,\eithel‘ via actual timber prices or—where more igt;r(i }'Ibl]n
commg yhenefils such as accéss to recreation were concerned—usin ui-l t'e
tative "2 gent valuation” attitude surveys of users (e.g., Mitchell &ggqr 12) Y
1989). The g7 wors realized that such quantitative appr,oaches were ffaifi:é

to reflect .{'ul];_ reasons why people desire to have woods and trees in their
local environ ; Jur St}ldy attempted to move forward efforts that have
been made fa ently in academic and policy research to understand the

more tacit ar.. u:i.gible personal and cultural meanin

. . 2 € gs and valu
inform sueh er.1v1ronmc141tal perceptions and evaluations (e.g., Bl.lrcres,seslgg)gF
Burgess, Harrison, & Limb, 1988; Tuler & Thomas, 1999). We rear;on(;d th'»n;
our chosen method had to be sensitive to—and build its account from—tl;e
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local and cultural layers of meaning that are expressed in lay discourse about

woods, forests, and trees. o
At the outset we were personally aware that trees and forests featured

prominently in the ancient Celtic tales, myths, and legends of Wales (e.g., the
Mabinogion stories; see Gantz, 1976). Also, some studies had suggested that
views about environmental and other recent changes in Wales (such as housing,
work, transport, lifestyle, community, etc.) might symbolically represent con-
tested concerns about the impact of social and economic transformation on
people’s lives, identities, and culture (Cloke, Goodwin, & Milbourne, 1997).
However, no equivalent study of perceptions of trees, forests, and woodlands

had been conducted previously in Wales.

The Fieldwork Context

The data for the study were collected early in 1998 in Bangor, a small city in
rural North Wales, Wales as a whole is culturally distinctive from the rest of
the United Kingdom in that there are many living signs and symbols of Welsh
heritage (flags, festivals, literature). In North Wales, where nationalist commit-
ments are strongest, a large percentage of the population speak Welsh as their
first language. As we were constrained to a very short time scale for delivery
of initial findings (three months) we had agreed with the sponsors to limit
ficldwork to Bangor, an area of outstanding natural beauty (mountains, coast-
line, beaches) that attracts many visitors for outdoor recreational activities.
Economically this part of rural Wales has suffered over the past 30 years as
traditional industries have declined and very recently because of the effects of
poor agricultural prices and the Bovine spongiform encephalopathy (BSE; “mad
cow”) crisis in farming. Reversing the numerical decline in the rural population
in the immediate post-war period there is now a significant inward movement
of people over the Wales/England border for reasons such as environmental
preference and other lifestyle im provements (e.g., flexible work, relatively inex-
pensive housing, “country living”).

The Sample and Methods of Data Collection

The data were collected from five community focus groups. As we wished to
reflect a broad spectrum of beliefs and values across the local voting age commu-
nity the overall sample comprised a wide spread of ages (17 through to 65+).
All of the participants had to have lived in the area for at least five years.
Although this had not been an explicit sampling criterion about half of our

participants had been born in North Wales and half had moved there from

outside (typically the North West of England).

Focus groups are a technique increasingly used in research to explore talk
about a topic, or set of topics, in depth with participants (see, e.g., Barbour &
Kitzinger, 1998). The aim is to encourage, by means of the interactional dynam-
ics operating in the group, free discussion of shared meanings (including contes-
tation and debate) of a kind not ordinarily attainable in a one-to-one interview
gtudy. The ground covered in the focus groups included, “How did participants
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think about the forests, woods, and trees that were of personal significance to
them?” “What difference did it make when this topic is placed in its relevant
community and cultural context (i.e. within Wales)?" “What specific meanings
attached to forests, woods, and trées in discussions of their cultural role and
significance?”

All group sessions were audio-recarded. Tapes were first listened to thor-
oughly by the authors both independently and jointly. They were then tran-
scribed by us at a level of inclusiveness dictated by the developing analysis.
Although with tape-recorded interview or focus group studies one would often
work from full transcripts, our preferred strategy was to initially work directly
from the tapes before transcribing those parts that were central to the analysis.
This was in part for pragmatic reasons—the short time scale for the study—
and partly because doing one's own transcription is a way for researchers to
start early on the path of thinking analytically about the data and its properties.

\

Interpretive Analysis

The aceounts given by participants about the importance of woods, forests, and
trees were paid detailed attention—not as repositories of facts from which can
be read off transcendental realities or “truths” but as rich, detailed, and complex
tapestries into the wefts and warps of which are woven personally held and
more widespread cultural values and meanings. Our task as analysts was
'to‘ generate compelling, credible, trustworthy ways of investigating and then
. theorizing about (at least some of) the threads in these tapestries, and, finally,
to present comparably rich, detailed, and meaningful ways of addressing our
research questions. We report on three facets of our investigations: the initial
work of open coding; use of constant comparison of initial codes to sift, sort,
and develop higher order descriptive and conceptual themes; and, finally, theo-
retical integration that, in our case, involved making explicit our previously
tacit theoretical sensitivities.

Inrrial, Work or Open Cobing. Two extended sections from two different
focus groups (A and B), shown as they appeared in our original transecription
notes, are given in the left-hand columns of Exhibits 8.1 and 8.2. Direct quotes
arc shown in double quotation marks, and the précis used where a long section
of talk encapsulated a single issue are indicated by square [ ] brackets. Also
shown in square brackets are researcher comments on such things as how
interactions between group members suggested particular ways of interpreting
remarks, in ways not made explicit by the verbatim text. For example, in focus
group B (Exhibit 8.2), after 12.7 minutes, the second author (NP) comments
that “sounds dead cool” was made in an ironic, mocking tone. .

Following Turner’s (1981) approach to open coding, described previously,
the codes initially generated are shown in capitals on the right-hand side of
the boxes. We recorded these literally as handwritten “jottings in the margin”
of the transcripts. For example, with group A we have coded the following:
implicitly valuing trees as part of everyday life; feelings of local community
ownership and the threat posed to this by cutting down trees; and age of trees

’
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Exhibit 8.1. Initial Open Codings: Focus Group A

Data transcript
VERBATIM REMARKS shown in *”
Researcher comments/precis shown in 11

Numbers 14.6, 15.1 ete. give location (minutes) on
tape

‘T“Z lincomer] people do come for the trees the
beeches

14.6 .
F1 [local] “I think people living [bornj?] here it's

an everyday part of their lives watching the. trees as
they change the leaves change and just having t:.hem
around because I live on Cae Llepar the other side of
the valley and if you look out across Bangor you
don't really notice it when you are on the ground but
looking across it there are an awful lot of trees
ucross the whole city”

15.1 .
M3 [born Bangor, respondin )
Anglesey from Bangor mountain and hovy its all
green behind] "like you say you don't notice 1t un.less
you actually are somewhere like that and you tlu“nk
hang on here it's really Leautiful what's going on

15.6

Interpretation
CODES -

Memos shownin {§ -

rAMENITY FOR™
VISITORS

I'TREES AS PART OF - -
EVERYDAY LIFE
{Memo by KH - though -
aesthetic value xnentioned
it is qualified; it may have
a taken for grantedness’
for local people}

. | TSI PR
o mentions view of || {Memo by NP - ‘insider’s.

view of the environment'}

STABILITY

F1 “people sort of associate thcmse]‘ves v.Vith the
aren and with the trees that are in it so if people
threaten to chop down trees whatever they feel ‘
threatened because it is their area and their locality
and the trees stand for that because there.ls a lot of
things about the Newbury bypass [a pr.on?me.nt
environmental protest against road building in
England] and all that sort of thing the trees being
chopped down and partly because of the natural
beauty of the environment and rare shrubs or .
whatever but partly just because people associate 1t
with their area and they don't like the goyernment
coming and chopping everything down without
asking people first”

16.2

A

(COMMUNITY,
LOCALITY, - }
LOCAL OWNERSHIP,
THREAT)

{(Memo by KH - ‘chopping
trees is a threat to us'}

STABILITY

M4 “trees are so old when they are full grown .
that they can be 100s of years old and almost like

A

AGE/LONGEVITY

symbols of longevity not eternity but th'u.\gs i
lasting longer than T'll last” F1 “yes stability” M4
[agrees] “stability yes”

L
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Exhibit 8.2. Initial Open Codings: Focus Group B

Data transcript

Interpretation

“pl'ol)np]y as important or more important than even
Wales is to people who live in cities as it ncts as a
contrast to their own life of conerete and clay” [as
somebody who has lived in a city] “one of the things
I come to the country for is to live in that sort of )
environment for a time everything the perceptions
the greenery the mountains whether they are true
of freshness purity clean environment”

[NP asks view of those born here]

8.6

[all born here] M1 “its like stability really you keeﬁ
geein;,r the same thing” M2 “but that's not because
}ts Welsh but because it's where you live but Wales
i like the final frontier isn't it [laughter] M1 “its
.llke stability you don't notice it but you would notice
1L when it goes” M3 “but that's nothing Welsh”

9.0-11.3 [somebody (English) raises question of
whether removal of a part of a city would he the
same. Complex discussion of whether removing
[Ll:(!tj‘h‘ is the same or different - one speaker thinks
(h['lcru‘nLly as it's not just physieal objects but alsp
removing communities (cites Splott by Cardift
docklands) whereas removing a tree is nothing
particularly if it is caused by'act of God]

11.2

“l'was very lucky in that where I grew up I lived
all of my childheod within easy reach of trees and
I':.n‘csts and I'm not sure 1 can explain why but ~ —|
I'm very grateful that T did and T think it would
be a great shame if even more areas of woodland
and forest were decimated because children
#rowing up in the future would lack the experience”

12.7
M1 “would it be pompous to say that one of the parts
()f the human condition is that we have a natural affinity
with nature and possibly a non-natural affinity with man-
made wtifacts like cities and towns so the loss of trees
forestation vegetation is much more fundamental than say
ic l.oss of buildings or whatever” M2 [Welsh participant -
Ironic/mocking?] “sounds dead cool” [laughter] M3 “there
have been trees around for many years” M4 “symbolic
of country living isn't it the tree” M1 “it's more
fundamental than that we all ived in the country one time
and urban living is a relatively new thing” ’

NATURE AS
CLEANLINESS (AS
OPPOSED TO DIRTY
CITIES)

STABILITY
{Memo by NP - reluctance
here about expressing Welsh
Nationalism - looks like ‘don’t
impose a nationalist
discourse upun us}

FORESTS AND
COMMUNITY

COMMUNITY

FUTURE
sENERATIONS *

STABILITY

NATURAL/ARTIFICIAL
{Memo by NP - is nature
more fundamental than
man-made artifacts?}

TREES SYMBOLIZE
NATURE

{Memo by NP - M1 and
M4 both ex-city dwellers
and incomers, My feeling
was the NW participants -
e.g. M2 - were far more
skeptical of this stereotype
of ‘things country’!

'
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contributing to a sense of community and (a recurring concept) stability. In
group B we have comparisons between clean rural and dirty urban environ-
ments; references to the value to future generations of the sense of (recurring
once more) “stability” or “community” that can be contributed when children
grow up with accessible woodland areas nearby; and contrasting natural and
artificial landscapes to make a judgment about people’s sense of fundamental
well-being (“the human condition”). - . ; : :

At the same time as coding, it is often necessary to comment on aspects
of the data being coded, which in turn can often prompt writing a memo. Qur
short pointers to memos are again written in the margins, within curly { }
brackets. For example, the debate shown in group B, an all male group compris-
ing half locally born and half incomers, was only one of a series of contestations
within this group over “Welsh” and “English” versions of issues. A suitable
heading for an extended memo to the note shown to the right of the text at
12.7 minutes might be skepticism about views of the goodness of natural liv-
ing—perhaps a case of differences between insider and outsider viewpoints?
This, and a number of other instances of note-memo writing, flagged for us
some troubling and potentially productive issues that we had not considered
explicitly in the original study design. Why the apparent reluctance on
the part of our participants who self-identified as Welsh (either personally,
culturally, or nationally) to link their own environmental views to Welsh
nationalism? How should we as researchers find a satisfactory way of interpre-
ting such remarks? What are the pros and cons of using specific labels
(insiders/outsiders, incomers/long-term residents) to reference possible cul-
tural categories and differences? : '

ygli]ge,_c_g,_tgwgo i hi 1111 ve to fit th dg”tg),,,,the contents of memos are
not constrained in z Y anc hunches and insights; comments
on new samples to be checked out later; and explanations of modifications to
or grouping of categories. Perhaps most ‘irmpoi‘tant, memos serve both as a
means of further stimulating theoretical sensitivity and creativity, generating -
links iteratire; and as a vehicle for making public the researcher’s
emerging theoretical reflections. Another especially useful function of memo-
vanda is in creating records of research decision making: for example, the

reasons for believing that a concept has reached theoretical saturation, or the
grounds for seeking additional theoretical samples of data (see later).

Consrtant CompParIsoN To DEVELOP HIGHER ORDER DESCRIPTIVE AND CONCEP-
TUAL THEMES. Flexible and open-ended coding itself often promotes the develop-
mentof fruitful lines of analysis (e.g., our interpretations of participants’ ambiv-
alence about linking their views of the environment to national identity and
cultural difference, as mentioned earlier). Usually, however, additional data
handling and analytical devices are used to systematically build up and sott

maze tia] s, and memoranda; which'in ti
credibility and support to researchiers’ developing propositions, interpretative
accounts, or theoretical schemes.

In'the current case, having completed open-coding, we used constant com-
parison to contrast a set of “higher order” themes_encapasulating the main

e

codes that recurred across the differéfit groups in a range of similar and différ-
ent ways. These are shown in the left-hand column of a data analysis matrix
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(Tahle 8.11. The middle column gives illustrative quotations, and the right-
hand column shows how each theme subsequently contributed ta the conclu-
siong drawn from the analysis.

Initially these themes served merely as data descnptlon devices, as labels
indicating that there was a weight of participants’ comments and personal and
cultural meanings bearing on each theme. Subsequently, the segments of text
coded within each higher order theme were worked through and compared
with one another in more detail (an additional use of the principle and technique
of constant comparison as a mean of focused-coding core or important concepts).
At this point the themes moved from being merely higher order labels to
theoretically meaningful resources that could be mined to provide complex and
useful ways of unpacking and addressing the central research question: What
is important to people personally and culturally about woods, forests, and
trees?

The two text boxes)contain a number of extracts coded with the label
“stability” (group A 15.6 and 16.2; group B 8.6 and 11.2) in association with
labels such as age, locality, community. The group A codes and extracts
convey, in an extremely direct way, a composite statement of a commonly
articulated theme: the high value placed on woods and trees because of their
longevity and everyday presence to people. The association was especially
slrong when trees were part of people’s places of birth or the local communities
in which they grew up. Often woods and trees were valued for contributing
Lo a sense of local community belonging, place, and, in some cases, a wider
cultural identity.

Other within- and across-group comparisons then resulted in a more de-
tailed, in-depth, and complexly textured account of the stability issue, and
introduced more varied personal and cultural aspects of meaning. Equating
Lrees with a sense of community and the comforts of home, {or example, did
not, for some, express wholesale resistance to cultural and landscape change
{contrary to the view that such a sentiment might be asserting essential virtues
of county life or living a rural idyll). Rather, harvesting, developing—and even
commercially exploiting—the natural landscape was itself viewed as a vehicle
for sustaining community life and cultural identity (see verbatim comment by
Morris, group D, in Table 8.1; also Cloke et al., 1997).

The issue of who counts as members of local communities, and the claiming
and unclaiming of links between the woods and valleys of the Welsh landscape
and Welsh community, national or cultural identity, became a major faultline
in discussions of the theme of stability and familiarity. Placing sole emphasis
on the specular or aesthetic qualities of the landscape potentially signified a
speaker’s position as an outsider, because self-defined insiders viewed the
landscape as inspiring feelings of both pain and pleasure when invoking a sense
ofbelonging and home. These different meanings associated with expressions of
landscape appreciation are illustrated in the group B discussion of the impacts
on local people and communities of rural and urban environmental change.
The remark at the beginning (7.2), by a participant who self-identifies as
English and a previous city dweller, values the freshness and greenery of the
landscape from which he gains lifestyle and health benefits. But this contrasts
with the views of long-term local residents who remark on the importance of
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Table 8.1. Data Analysis Matrix: Lists Four Overarching Themes, Mustrative Tex
Extracts, and Summarizes Ways in Which Each Theme Contributed to the
Conduswns Drawn From the Study .

E

Higher .

order theme

Illustrative data extract

Contribution io study conclusions

Symbolisa-
tion of
nature

Threat of
urbanization

Stability/
familiarity

Protection
of wildlife/
biodiversity

“trees and forests are so .

large for want of a better

word, they are very symbolic of
nature as a whole” (Keith,

- Group'B)

“if you continually knock just
one small forest down sooner-
or later it's going to be no for-
ests. It's going to be just one

conerete block. It's going to be

nothing" (Aled ‘Group D)

“conifers are the McDonalds of

. trees” (Mlke Group A)

“it’s like stability really you
keep seeing the same thing all
the time it's like comfort”
(Llewclyn Group B)

“if we got crackmg and got; our
own mills and processing
plants here it would provide
work for um Welsh people ..
which would be clean and pro-
vide a good environmental
point for the nation as a
whole” (Morris, Group D)

“trees belong to the earth they
belong to the animals ... a lot
of hummans treat them in a way
they shouldn’t..they are sup-
posed to be there just for a
home and for food (for the ani-
mals)” (Sarah, Group C)

“we must accept that a great
deal of what we think is beauti-
ful and natural has in fact
been produced by man (sic) for
his own use. . .you see these
lovely little woods and they
have been planted as pheasant
covers” (Graham, Group A)

A pervasive, mtang’lble quality of
woods and trees is their symbol-

“ization of the wholeness, good-

ness, .or value of nature; this is
one way of prowdmg addmonal
benefits to people in ways that de-
rive from but alsc transcend their
physical presence

Valuing trees is a way of commu-
nicating desire for life sustaining
over life-threatening forms of
Jandscape use and development;
however, there are times when
trees appear on the life-threaten-
ing side of the equation (global en-
vironmental protests that take no
account of local concerns; regi-
mented commercial conifer planta-

. tions)

Through their sustained contribu-
tion to the everyday life of people
trees, can signify comfort, home,
and a sense of community, place,
or cultural identity; equating
trees with this sentiment need
not express resistance to cultural
and landscape change as harvest-
ing the natural landscape can be
a vehicle for sustaining commu-
nity and cultural identity .

Valuing woods and trees as wild-
life habitats often simultaneously
expresses older style conservation-
ist beliefs and more recent envi-
ronmental discourses; a dislike of
human domination of nature is
often featured, but this dislike is
countered by fears of the chaotic
potential of nature and a more
modern (sometimes entepreneu-
rial) tolerance of a blurring of the
boundaries between nature, hu-
man intervention, and culture
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“stability,” of “sceing the same thing daily,” and joke about Wales “as like the
final fronticy” (8.6).

As with many approaches to qualitative research, the success of our study
depended on combining clear lines of analysis with a sufficiently complex inter-
rogation of data to study the broad topic in question. Constantly comparing
codes with codes (to generate a set of main themes) and then codes with data
and data with data (to develop an account of those themes’ wefts, warps, and
weaves) enabled us to move creatively and systematically between complexity
and simplicity: to show that we had not just looked at but rather examined
our topic and our data. By using principles now depicted in guidelines for
ensuring analytical trustworthiness and quality (see, e.g., Elliot, Fisher, &
Rennie, 1999; Yardley, 2000), we were able to achieve credibility and support
for our finally presented, interpretive account and write-up.

UsING THEORETICAL SENSITIVITIES TO ARRIVE AT THEORETICAL INTEGRATION
AaND CrLosurk. One of the most perplexing features of generating grounded
theory is how researchers move from early and intermediate stages to theoreti-
cal integration and closure, for any individual study. Although helpful on
maiters of ensuring trustworthiness and credibility, in truth neither systematic
coding nor grouping of themes, nor using constant comparison to develop layers
of analysis will, in themselves, enable this to happen. In our case, bringing
the analysis to fruition involved making explicit the initially implicit theoretical
sensitivities at work. The main theoretical resources that informed thé project
as a whole are illustrated in Figure 8.1.

It was at the point where we began to move from using themes as descrip-
tive categories to theoretically meaningful resources when input from such
multiple sources on the process of analysis most noticeably began to happen.
Overall, we took seriously the approach of qualitative researcher as “bricoleur”
{Denzin & Lincoln, 2000), conjoined with the tapestry metaphor that is concor-
dant with cultural theories of mosaics, webs, or discourses of meaning. We
had access to many sensitivities via our academic positions, activities, and
hackgrounds, and set these alongside the other knowledges that the design
of the study had made central: participants’ local knowledges and various
specialized or expert domains, especially in forestry planning and management
and Weish life and culture, for which we had convened a stakeholder panel of
forestry experts and other interested parties before the focus groups. We also
began to adopt an additional, complementary strategy of interrogating each
new instance of a thematic category for different interpretive viewpoints. For
example, when participants offered remarks about the value of woods and trees
to wildlife and biodiversity, were they in fact making straightforward comments
about the need for conservation, or were they addressing the rights and wrongs
of people’s domination of nature (as in different environmental world views;
see Pidgeon & Beattie, 1998)?

The analytical practice of seeking out different interpretive viewpoints
was supported by our knowledge of various interpretive approaches to the
analysis of cultural worlds, practices, and meanings (Clifford & Marcus, 1986;
Denzin, 1997; Geertz, 1973). These efforts were oriented toward building up
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Expert,

institutional
knowledges of ‘
forestry and Welsh *
culture o

Stakeholder pﬁhel; E

knowledge (_)EWelsh", .
Celtic mythology

(Mabinogion tales) .- |~

Existing
environmental
valuation studies.

Psychometric and -
econometric
approaches

and critiques of this;
e.g., Fischhoff, 1991)

(contingent valuation |

Interpretive stance
on culture

Thick description
(Geertz, 1973),
mosaics of meaning
(Lannon, 1996),

interpreting cultural
life (Denzin, 1897),
reading cultural
‘discourses or texts
(Clifford & Marcus,

"1 1986)

Cofnposite of

.| interpretive

practices

Actors’ knowledges

Insider’s point of view
(Blumer, 1969;
Schutz,1962),
critiques of
knowledge—power
relations; diverse
ways of knowing;
overcoming the
division between
private and public
‘knowledge domains;
local, partial, situated
knowledges; epistemic
debate within critical,
postmodern and
feminist epistemology
and theory (Haraway,
1991; Henwood &
Pidgeon, 1995b; Irwin
& Wynne, 1995)

Researchers’
positioning

Socinl psychological
backgrounds;
multidisciplinary
bricoleurs; moved to
Wales from England
two years before the
study

Theorizing on environment, culture, and identity

- Environmental perception and risk {environmental
sworld views,” Pidgeon & Beatie, 1998)

. Environmental psychology (place identity)

. Landscape, culture, and indentity in Wales (Welsh
cultural studies; Cloke, Goodwin, & Milbourne, 1997)

. Contested natures — nondualistic, discursive, social,
historical and cultural production theory of the
environment and nature (Macnaghten & Urry, 1998)

Figure 8.1. Theoretical sensitivities: Data as guides that do not limit theorizing.



150 RAREN HENWOOD AND NICK PIDGEON

a richly layered account of the different ways in which it is possible to “see”
aspecets of the worlds people inhabit depending on the cultural contexts, orders
of meaning, and situational frames—a position also supported by arguments
for more democratic, social, and pluralistic epistemologies (Haraway, 1991;
Henwood & Pidgeon, 1995b; Irwin & Wynne, 1995). Theorizing about the rela-
tionship between the environment, identity, and culture has talen up such
ideas within a postmodernist frame (Macnaghten & Urry, 1998). From this we
understood that the work of participants in our focus groups might have been to
deal not simply with complexly woven and layered meanings but with multiple,
contradictory, and fragmented realities. Although the latter kind ofinterpretive
stance has been taken up within psychology primarily by discourse analysis
(Potter & Wetherell, 1987; chapter 5, this volume) rather than more general
interpretive cultural theory (cf. Squire, 2000), we were ourselves able to use
this to further our analytical efforts.

Because we did not construe participants’ accounts as truly representing
public opinion but as insights into peaple’s symbolic worlds, we were also
sensitive to other ways to read for interpreted meaning (see, e.g., chapter 9,
this volume). Our analysis attended to the role of dualistic or contrastive
thinking in the construction of practices and meanings. Hence, “valuing trees”
seemed to be a way for study participants to communicate a desire for life-
sustaining over life-threatening forms of landscape use and development (our
theme headed “threat of urbanization”) through repeated use of interrelated
bipolar contrasts: clean versus dirty, urban versus rural, artificial versus natu-
ral, and so forth. Woods, forests, and trees routinely fell on the life-sustaining
side ol these contrasts (clean, rural, natural) and, when they did not, comments
reflexively suggested that they were in some sense exceptional, ironic, or run-
ning against the grain (e.g., regimented, commercial conifer plantations as the
“McDonalds of trees”).

As indicated (although of course not fully articulated) by our data analysis
matrix (Table 8.1), when members of the groups were asked to discuss intangi-
ble forestry meanings and values this enabled them also to express (fragments
o) a range of interpreted opinions and meanings that were both related to
their own personal, biographical, and local cultural positions and responsive
to wider contemporary concerns and issues (including development, moderniza-
tion, and globalization; governance, decision making, and legitimacy; communi-
ties and identity; environmental, landscape, and cultural change). Out of these
interpreted opinions and values it was possible for us to identify a range of
policy conclusions (sce Table 8.1), In particular, people value woods, forests,
and trees because they are associated with human—environment relationships
that oppose the threats posed by urbanization; as leitmotifs for community
and cultural continuity; and for their role in nature and biodiversity conserva-
tion and protection. Other central messages from the research, however, fol-
lowed from a more detailed, nuanced, textual examination within each of these
themes of different interpretive positions, fragments, and contested meanings.
Ultimately our research came to articulate concerns for more fundamental
beliefs, fears, and desires about the relationship between people, culture, and
nature, and the question of identity within contemporary Welsh rural
society.
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Further Developing the Study: Using Theoretical Sampling

How far we had moved from substantive theorizing about a very particulgr
kind of interactional and cultural setting to develop insights that have. merit
at a more formal theoretical level was an issue that remained outstandl.ng' for
us at the end of the analysis of the North. Wales focus group data. Our initial
purposive sample had allowed us to take into account cr{tena that had s.e.eme}d
necessary to introduce diversity of members of the publlc ;'md communities in
the North Wales area (and, fortuitously, length of residency in Wales). Howeygr,
if we were to be able to arrive at supportable answers to the question about
the research in terms of Wales as a whole, it seemed thgt we woulld need to
use theoretical sampling to develop the project further (during the period 1999~
2001‘1)\}e came to view three aspects of the. initial sample as possi})ly n.larkmg
limits to the scope of our analysis and, accordingly, as suggesting lines fo}z
developing additional theorizing: the markedly rural character of the Nort
Wales area; differences in type and amount of woodland and tree cover across
Wales; and the highly diverse social geography of Wales '(e.g., the sogthegst is
more strongly socialist in terms of values, more urbanized, and hlstorlcglly
industrialized). We therefore decided (in 1999) to extencll the Stl:IC.ly by samphng
theoretically from four other geographical locations, giving additional c9n51der-
ation also to different perspectives to be derived from locall?/ born'and incomer
participants. Accordingly, the additional fieldwork was dc.awsed with residency
as an explicit sampling criterion, by convening not only mixed bu_t glso homoge-
neous long-term and incomer resident groups in each new area visited. In these
ways, outstanding issues arising from the original ﬁe?dwork could be addr.essed,
such as the different ways issues of cultural identity play out depending o.g
the social geography of the local area. Our final analysis of the data from this
extended project is currently ongoing.

Conclusion

We would not wish to present the combination of metho.ds~we useFl in our
particular study to shift from codes encapsulating the Flescnptwe detful of local
accounts, to drawing on them in more theoretically informed and 1ntegrat§d
ways, as a standard form for researchers using grounded theory. In part thls
is because no such standard form exists, in our vie\.zv.. Indeed, as a postscript
to this chapter, we can briefly note that the two originators of the grounded
theory approach have themselves gone on to suggest cor.npetm.g pathwa_ys.
Strauss (with Corbin, 1998) has developed a process of axial f:odmg (rglatmg
properties, dimensions, or axes of main codes tggether).to specify a spatially or
temporarily organized theoretical model—particularly in terms of antecedents,
intervening causes/conditions, and consequences of a selecte§ core cate.gory,
In essence, Strauss and Corbin recommend the exhau.stive codlng of thg inter-
secting properties of core conceptual categories algng important dimensions or
axes in ways that link socio—structural causes with local contexts and conse-
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- quences (e.g., Crook & Kumar, 1998; Konecki, 1997), as well as to elaborate
hypolheses within the emergent theory.

Glaser (1992), on the other hand, has reemphasized reliance on using
constant comparison alone to generate and integrate focused and theoretical
code.s.ﬁ'om initial substantive (open) codes and to then select from explanatory
families (or model types) as appropriate to achieve theoretical integration. For
Glaser (1992), the attempts by Strauss and Corbin (1998) to formalize grounded
t]?eory procedures and methods (although undoubtedly useful for some begin-
ning researchers) has led them down the path of verification and away from
dlscpvery, on the way displacing use of the method of constant comparison and
forcing data into preconceptions (particularly of cause and consequence) rather
than enabling researchers to hear what is relevant and meaningful in their
data. Glaser described their approach as “full conceptual description” rather
than grounded theory (for detailed comment, see Kendall, 1999). It is not our
purpose to enter into tHis ongoing debate about what constitutes the “true”
legacy of grounded theory. Our view is that to survive, grounded theory ideas
anq practices must retain an openness to current thinking so that they retain
their relevance within changing climates and conditions (see also Rennie, 2000).
Accordingly, we stress again our belief that there is no set way of achieving
the most difficult task of all in grounded theory research: getting out of the
maze ol'.detai]ed and complex codings, deciding on the limits to making constant
comparisons, and reaching theoretical closure or integration. This is both the
challenge and excitement that using grounded theory brings.
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- On the Listening Guide: A Voice-
Centered Relational Method

Carol Gilligan, Renée Spencer, M. Katherine Weinberg,
and Tatiana Bertsch

The Listening Guide is a method of psychological analysis that draws on voice,
resonance, and relationship as ports of entry into the human psyche. It is
designed to open a way to discovery when discovery hinges on coming to know
the inner world of another person. Because every person has a voice or a way
‘of speaking or communicating that renders the silent and invisible inner world
audible or visible to another, the method is universal in application. The collec-
tivity of different voices that compose the voice of any given person—its range,
its harmohies and dissonances, its distinctive tonality, key signatures, pitches,
and rhythm—is always embodied, in culture, and in relationship with oneself
and with others. Thus each person’s voice is distinct—a footprint of the psyche,
bearing the marks of the body, of that person’s history, of culture in the form
of language, and the myriad ways in which human society and history shape
the voice and thus leave their imprints on the human soul (Gilligan, 1993).
The Listening Guide method comprises a series of steps, which together are
intended to offer a way of tuning into the polyphonic voice of another person.

As voice depends on resonance or relationship in that speaking relies on,
and is affected by, being heard, this method is intended to offer “a pathway
into relationship rather than a fixed framework for interpretation” (Brown &
Gilligan, 1992, p. 22) and shares a set of assumptions about the human world
with what are now being called relational psychologies (e.g., Aron, 1996; Gilli-
gan, 1982; Miller, 1976; Tronick, 1989). These assumptions include the premise
that human development occurs in relationship with others and, as such, our
sense of self is inextricable from our relationships with others and with the
cultures within which we live (Spencer, 2000). In addition, this method draws
from psychoanalytical theories that have long-emphasized the layered nature
of the psyche, which is expressed in a multiplicity of voices (e.g., Fairbairn,
1944; Mitchell, 1988; Winnicott, 1960). The Listening Guide method provides
a way of systematically attending to the many voices embedded in a person’s
expressed experience.

The origins of the Listening Guide method lie in the analyses conducted
in Gilligan’s (1982) work on identity and moral development. The effort to
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render this method systematic b§gan in 1984, and was undertaken in collabora-
tion with graduate students—diverse in gender, race, sexual orientation, and
age—over a period of about 10 years.! The Listening Guide was developed in
part as a response to the unejsiness and growing dissatisfaction with the

nature of the coding schemes ypically being used at that time to analyze

qualitative data. These techniqu s did not allow for multiple codings of the same -

text, thereby reducing the complexity ofinner psychic processes to placement in
single static categories. At that time, many social scientists were becoming
more interested in developing methods for studying and interpreting narratives
as a way of understanding mez:ming-making processes (e.g., Bruner, 1986;

Geertz, 1983; Josselson, 1987; Mischler, 1979; Polkinghorne, 1988). This inter-

est in, and attention to, narrativés was a part of a growing awareness that the }

emphasis on quantitative methods in psychology was limiting what we could
learn about human experience to what could be captured numerically, and
many researchers were working to develop and define systematic methods for
examining qualitative data in more complex ways.

The Listening Guide method picks up on the clinical method develop‘ed by -

Freud and Breuer (Breuer & Freud, 1895/1986) in Studies on Hysteria and

that of Piaget (1929/1979) in The Child’s Conception of the World. These works -

emphasize the importance of follg wing the lead of the person being interviewed
and discovering in this way the associative logic of the psyche and the construe-
tions ol the mind. The Listening \Guide method was also inspired by literary
theory, including new criticism and reader response theory, as well as by the
language of music; voice, resonance, counterpoint, and fugue. It joins feminist
researchers, cultural psychologists, and psychological anthropologists in their
concerns about the ways in which a person’s voice can be overridden by the
researcher and their cautions abput voicing over the truth of another (e.g.,
Borland, 1991; Fine & Macphersan, 1992; Scheper-Hughes, 1994), .
The Listening Guide method Has been used by many researchers interested
in the psyche and in relationship, and it has been brought to bear in analyzing

arange ol phenomena within psych
1994), adolescent girls’ and boys’
experiences with anger (Brown,
niotherhood and postnatal depress

ology, including girls’ sexual desire (Tolman,
friendships (Way, 1998), girls’ and women’s

lon (Mauthner, 2000), and heterosexual cou-~

ples’ attempts to share housework and childcare (Doucet, 1995). It has also
proved useful in analyzing and interpreting U.S. Supreme Court decisions as
well as a variety of literary and historical texts, including novels and diaries.

In this chapter we detail the steps involved in the Listening Guide method

and foeus specifically on the use of t

he guide to analyze and interpret qualitative

interview data. In doing so, we demonstrate how we have heen thinking about
and using the Listening Guide method most recently, drawing on the insights
of those who first developed this series of steps, the work of other researchers

"These conversations involved many people over the years, including as central participants
Dianne Argyris, Jane Attanucci, Betty Ba rdige, Lyn Mikel Brown, Elizabeth Debold, Andrea
Doucet, Carol Gilligan, Dana Jack, Kay Johnston, Natasha Mauthner, Barb Miller, Dick Osborne,

Pamela Pleasants, Annie Rogers, Amy Sulli
Ward, Grant Wiggins, and David Wilcox.

van, Mark Tappan, Jill Taylor, Deborah Tolman, Janie

1998; Jack, 1999), women’s experiences of .
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who have since applied the method in a wide range of projects, our own recent
research, and our experiences in teaching the guide.

The Listening Guide

The Listening Guide method comprises a series. of sgquential liftegin_gs, eac}c;
designed to bring the researcher into relaFionshlp.m‘th a person’s distinct an’
multilayered voice by tuning in or listening to.dlstmct aspects of a per;)ons
expression of her or his experience within a particular relational conte;xt.. a(;
step requires the active presence of the researcher and. an acute esire (}
engage with the unique subjectivity of each research partlc.lpar.lt. The vm}tl:e 0
the researcher is explicitly brought into the process, mak{ng it clear who is
listening and who is speaking in this analysis (Brown & Gylhgan, }991).1)- .
This approach to listening is centered on a set ‘of‘basm questlon.s a }i)‘u
voice: Who is speaking and to whom, telling what stone.s .about relat10ns2ipr;
in what societal and cultural frameworks (Brown & Gilligan, 1992, p. bY.
With these larger framing questions in mind, we read rj:hewtex‘ts’(u} this case
the interview transcripts) through multiple times, w1t}‘1‘ (.each .hst,(’anmg tuning
into a particular aspect. Each of these steps is called a "listening” rather tilan
a “reading, because ihe'process of listening requires the aciive participation
on the part of both the teller and the listener. In“addition, each listening is

“fiot d Simple analysis of the text but rather is intended to guide the listener

in tuning into the story being told on multiple leYels and fj'o experience, 1note,
and draw from his or her resonances to the nazjratlve. .In this sense, jas c’fo .mari
(2001) has noted, the Listening Guide “is distinctly dlfferenf, from Lra‘ 1t1.(;.na'
methods of coding, in that one listens to, rather than categorizes or yuantifies,

* the text of the interview” (p. 132).

Although the first two listenings are more prescribefi, the later ‘llstem.ngs
are shaped by the particular question the researchel.‘ brings to.the interview.
No single step, or listening, is intended to stand alone, just as no single ;ep{'eien-
tation of a person’s experience can be said to stand for th.at. perspn. The lis ‘en-r
ings of each step are rendered visual through gnderjlmlpg the text, us;ﬂs
different colored pencils for each listening. Each listening is al'so docur.nent;a1
through notes and interpretive summaries Fhe res:earcher wrl‘tes during 3
implementation of each step. The marked interview transcript, notels, eful
summaries.help the researcher to stay close tp the text_and keep track (1)3 a
trail of evidence” (Brown, Tappan, Gilligan, Miller, & Argyris, 1989), the base

- ] ations.

or I%‘t}?é ;ch?cg?froita series of listenings arises from the as.sumption that .the
psyche, like voice, is contrapuntal (not monotoplc) so that mmultaneous'g{m;:ﬁ:s
are co-occurring. These voices may be in tension w1th one ar'lothelr, wi :lthe
self, with the voices of others with whom the person is in rela.tlonshlp, and ! e
culture or context within which the person lives. Vt?lces are fluid and we re-g'lst gr
the continuous changes in our own and others’ vmses. As one young bo;;-1 in 1 e
work by Chu and Gilligan noted, his mothe'r had “a happy voice,” but he afso
heard “a little worried voice.” Each listening amplifies .another aspect o ﬁ
person’s voice in a manner akin to listening to and following the oboe throug
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A piece of . . . . -
(G}i)mgano’iBr:;‘s/ﬁ a&nliotgh;; lii)tge(;])l.ng again, thig time following the clarinet
We describe and illustrate each step of the Listening ui
!:ocusjng on a small section of an intex’vielzv conductedeb;,;zaguuelgiemV(\iftekim?) o
(or he.r research with mothers who have a history of depression (e.g 'I‘rnn(?rlgcr
8-5 Weinberg, 1997). Weinberg extended this study in response to h.el:,obsO v
tion that hex: quantitative work with these mothers did not fully ca turert‘:,}e\l-
power and .rlchness of their stories. The Listening Guide offered Wsinbe .
way oflxeax'xng. what each mother was saying and of understanding the mot?:eg ’a
experiences VYlth depression, the ways she was coping with this illness th]S
also coping with the demands of motherhood, and the meaning of these e i
:lnces forwhe.r. In her use of the Listening Guide for research with deprxezzs(i
(g)rg;f‘igg Be)x.nberg was guided by the work of Jack (1991) and Mauthner
" E‘he mtf(‘arvwf)vee,.\/.'mnessa,2 was 39 years old at the time of the interview.
1¢ focus of the interview was on Vanessa’s history of depression and her lifi

as a new mother. She had volunteered for Weinberg’s study of the effect i‘
gcp1_'e5510n gnd anxiety on maternal and infant functioning. Weinber, Ccsor(i-
L'uch‘d, zxudlptaped, and transcribed this interview. In her verbatim trangscrip-
Lion sl?e maTntamed a respect for the spoken language by includin
inllections, false starts, unfinished sentences, and overlapping speeglpauses"

Step 1: Listening for the Plot

’I_‘hc first listening comprises two parts: (a) listening fo
IlsL(new; response to the interview. First, we read throu and liste

f“}f,“"? plot by attending to what is happéning or what stories are being 11:s le;
in"the manper characteristic of many forms of q«ﬁalitativé analy:sgs (e 8 R -? ‘
]mm(},‘ ‘1993; Stirauss &. Corbin, 1998; Werber, 1990). We also atteﬁ%’toct?fc;
(%':0;;??8:11L,ginm lilgté)l“)zl)e {:Nontl;axtg, vl;'itlgiin which these stories are embedded

an, 1992). We begin rst getting 7

or wlmt. the territory is by identifyingythe stogries t;ai ierr;éte)e?ri;v ?o?;le‘ vaﬁ atr?’
happening, when, where, with whom, and why. Repeated images ar;d maet:j

L ol :
phors and dominant themes are noted as are contradictions and absences, or
h 23

what is not ’e:\'pr‘es’sed The larger social context within which these storie
experienced is identified, as'is the social and cultural contexts within Sh‘('lrli
the resca}‘cher and research participant come together. ‘ e
" )]ilgtt].hxsr};lot.hsten}ng, we al‘so gttiepd ?o our own responses to the narrative,
£f1 }3 St.u~i] : rllgmtg f(‘)]..ll own sub]gct1v1t1es into the process of interpretation from
the " y i 'en ifying, e'prrmg,‘and making explicit our own thoughts and
eelings aboutf and associations with, the narrative being analyzed. B
mz}‘ny'haye pointed out that a researcher is not and can never be a"‘nsciusl’e’
or .obJectlve" observer (e.g., Keller, 1985; Morawski, 2001), we consciouslu rad
actively focus on and document our own response to whai’: is being ex r}e’ an‘d
and to the person speaking. Following basic principles of reflexivity (Ma{)ut}fizr

*Vanessa is a pseudonym.

' to this particular intervie

t and (b) the
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& Doucet, 1998), we note our own social location in relation to the participant,
the nature of our relationship with thii person, and our emotional responses.
As we go through ite interview text, we notice and reflect51 where we find
ourselves feeling a connection with thi;Tperson and where we do not, how this
particular person and this interview touches us (or does nat touch us), what
thoughts and feelings emerge as we begin to listen and why we think we are
responding in this ways-and how-our résponses might affect’our undérstanding
of this person and the stories being told. \We work to identify our own responses
w, like a clinician who identifies her countertransfer-
ence, or responses to her client, in the hope thal she will be better able to not
confuse her own experiences with those of her client, or to not allow her own
responses to the material the client brings to interfere with her ability to listen
to.and connect with her client. \ )

As multiple listenings are at the heart of this method, a Listening Guide
analysis is enhanced by worle within interpretive communities (e.g., Taylor,
Gilligan, & Sullivan, 1995) that provide multiple listeners. Here the goal is not

necessarily agreement, but rather the en‘iploration of the different connections,

resonances and interpretations that each listener naturally brings to the ana-
lytical process. In the excerpt that follows, we listen to Vanessa's description

of the effect that her own mother's depression had on her.

and I stopped talking to people. .|. . Hmmm. 1 think when there is a mental
illness in the house and it's and|there . .. can be ... and some of it can be
out af control that hmmm a lot of families tend to isolate and that 1 think
is what my family did and hmmm besides I didn’t have anything to talk
about. What was I going to say? My mother is a raging maniac? Or or she's
she’s a rock and I can’t talk to hek. It’s not something you share with people
at school. Hmmm and hmmm 1 tbink it made me chase my dad for for some
kind of attention and of course that made him run faster. Hmmm. And so
hmmm. . . . and you know at that point I think that’s when I stopped sleeping.
And I kept, worrying that one of them was going to drop dead you know.
And I think that hmmm some oj that was behind the not sleeping.

And then 1 think you know everthing Kkind of went underground for me

anessa, a 39-year-old White woman,
talking about herself when she was about 10 or 11 years old. Her mother was
quite depressed and Vanessa took over many of the responsibilities her mother
could no longer handle, including the caze of her younger siblings, two of whom
were born during this time period. She portrays herself as isolated, not just
from people outside the family but also from both of her parents. She attributes
her isclation from people at school to lnot having “anything to talk about”
because what was most salient for her was the fact that her mother was a

“raging maniac” and that was “not something you share with people.” She also

states that she stopped sleeping and wor{ried that one of her parents was “going

to drop dead.” Although Vanessa’s family had financial resources because her

father was a practicing physician, the p!sy’chological resources seem scarce.
Typically all of the people involved i‘n'the analysis of this interview would

write a listener’s response. Here we offer the responses of two of us for the

In listening for the plot, we hear

salse of example.
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Renée's response:

I found myself filled with images of and associations with being surrounded :

by depression and the {solation that comes with feeling like you cannot tel]
anyone about it. I noticed I was tuning into the severity of her mother’s
depression and was both awe-struck by Vanessa’s capacity to function (she

continued going to school) and to take care of her younger siblings when

her own needs were not being met and deeply saddened by.the heavy burden
she had to bear at such a young age. I also found myself a bit troubled
by Vanessa seemingly taking responsibility for father’s distancing as she
indicates that her effortis to connect with him “made him run faster.” Rather
than her father’s response being the natural response (“of course”), I thought
there were many other ays her father could have responded to her suffering
and requests for attention.

Carol’s response: ,

When Vanessa says she went “underground,”I find m}fselfwondering where
she went and also where she is now. I think of the times I went underground
and did not feel I could speal about what I wag seeing, Vanessa's description
of her mother's depression is so vivid (“raging maniac,” “a rock”), that I
found it hard to keep track ofthe 10-year-old girl. Listening to this interview,
I know T will be listening for her.

Step 2: I Poems

The second listening focuses in| on the voice of the “I” who is speaking by
following the use of this first-person pronoun and constructing what Elizabeth
Debold (1990) has called “I poems.” The purpose of this step is twolold. Firs,
it is intended to press the researcher to listen to the participant’s first'person

. voice—to pick up its distinctive |cadences and rhythms—and second, to hear

|

how this person speaks about him- or herself. This step is a crucial component
of'a relational method in that tuning into another person’s voice and listening
to what this person knows of hep- or himself before talking about him or her
is 2 way of coming into relationship that works against distancing ourselves
from that person in an objectifying way (Brown & Gilligan, 1992).

Two rules govern the constyuction of an I poem: (a) underline or select
every first-person “I” within the passage you have chosen along with the verb
and any seemingly important accompanying words and (b) maintain the se-
quence in which these phrases appearin the text.® Then pull out the underlined
“I” phrases, keeping them in the order they appear in the text, and place each
phrase on a separate line, like lines in a poem. These guidelines are intended
to foster a process of following the free-fall of association. Often the poem
itself will seem to fall readily into stanzas—reflecting a shift in meaning or

"We are using the same passage throughout this chapter to demonstrate how multiple read-
ings of the same text (the heart of this m%athod) yield different information. When working with
an entire interview, the plot listening gathers information from the whole text, whereas the I

poems may be constructed selectively from certain passages.
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change in voice, the ending of a cadence or the start of a new br{az;tl‘lt.hSomet;r?s;
’ i d directly but central to the mea
I poem captures something not state . ‘
Z};(ztht is beirI:g said. Other times it does not. In either case, the I poem pl‘cks
up on an associative stream of consciousness carried by a ﬁ'rst-persm? vc()lli)e,
cEtting across or running through a narrative rather than l;emg' con.tame ’ 3;
[ ing the text close and focusing in on jus
structure of full sentences. Cutting .
3:2 I pronoun, the associated verb and few other words moves-this aspfetct E)f
subjectivity to’ the foreground, providing the listener with tl’ie opportul;z(l),: to
attend just to the sounds, rhythms, and shifts in this person’s usages o in
i her narratives. . ]
e 0(gonstructing an “I poem” from the passage selected from. Vanegsa S 1ng:ert
view would involve first underlining the I statements, as indicated in the tex

that follows.

And then I think you know everything kind of'lwent undehrg'f‘ognd f'o(:nrtxz
and I stopped talking to people(.i.t.h. Hmmm, [ t}?;nk w};:ircil ';0:12 ;sf?tr:;an !
i i use and it's an ere...can be. ... in
gzxr:eosf?c]:n[t:?cfl }Eﬁat hmmm a lot of families Lenq to,isolate andt}t]l.mt It L}Edr;t
is what my family did and hmmm besides I didn’ t. have anyj 1Cr)1g ?shcvs
about. What was I going to say? My mother is a raging maniac? .Lhox Shes
she’s a rock and I can't talk to her. It's not something you shar; ;w ; fsofne
at school. Hmmm and hmmm [ think it madc? me chase my dad for 0And n
kind of attention and of course that mud(.z him rL,m faster. VHmmcrln.]ee i’
hmmm. . . .and you know at that point I think th‘at s when 153094 Qdc 5 kpnowg.
And [ kept worrying that one of them was going to drop ]ca .y(iu .
And ] think that hmmm some of that was behind the not sleeping.

These phrases are then lined up, like lines in a poem:

I think

1 stopped talking

I think

I think

I didn’t have anything to talk about

What was I going to say?
I can’t talk

1 think ~

I think

I stopped sleeping

I kept worrying

I think

Although in the full text Vanessa’s isolation is appgrent., by ligteninclg go
this “I poem” we can hear how her description of this t.1me is dominate 1 y
her own inner thoughts, not speaking about what was gomfg on 1;(;1 gnyo?eer 31' 23}

i vi ik 1 I poems from this in
leeping, and worrying. Compiling several e b rvie
lril?gth?ighi)s Eow much Vanessa thinks, as “I think” is repeated like a refrain.
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This w

section of the interview of how taking an antidepressant affected her life,

Well, I think that hmmm. . . . well actually [ quit a job that I had heen in

for a very long time that I had started the program, I was very good but it

wrashtaking S0 Fnuch ou't of me that I was exhausted all of the time and one
,0 (;. iﬁTt things I. did when I started to feel better was quit this job
and shock myself. Like I walked into my boss’s office and handed him my

resignation and said “I'm leaving in a month. I'm going. I, I .. This is the

end of this. I can’t do this anymore,

1 think

I quit

I had been

I had started

[ was very goold
I was exhausted

I did

[ started to feel better
I walked

I'm leaving

I'm going

[
I'can't do this anymore

ti(mulpqlit;ii?ah{;age, the I poem highlighi.:s how much more physical and emo-
b Yy Vanessa became enggged in while taking antidepressants. Her
eflections on this time are flled with a wider range of action on her part
{}/;il;g;i,’sleav1ng, qgiti}:}ing, and going. These two I poems allow us to hiirr ;
. as own words her sense of going from feeling “very small” “ve
E]lscri;nq ;vc?ir'l she”was depressed to experiencing herself as Xgetting b?;gder‘;cnrzi,
di”'gcrcr:t as;i%er t]:/hen she stari';ed tal.iing the medication. Selecting several
differ P ‘ lbe§ roughout the interview to focus on in this step and examin-
E them 1in relation to one another can facilitate hearing potential variations

in the first-person voice that may i
; i . .
hances, e ooon y include a range of themes, harmonies, disso-

Step 3: Listening for Contrapuntal Voices

The next step, listening for contra
.relationship with the research

or more melodic lines” (Piston, 1947, p. 13). Each m

: 0 . elodic 1i i
rhythm and “melodic curve” (the shape and moveme e meon s own

nt of a melody within a

ay of expressing herself is in contrast to her description in another

_another, or even contradictory.
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range of low and high notes). These melodic lines of music are played simultane-
ously and move in some form of relationship with each other. This third step
in the Listening Guide method offers a way to listen for the counterpoint in
the text we are analyzing, or the multiplle facets of the story being told. The first
two steps—establishing the plot or the st‘ory lines and the psychiclandscape and
bringing in the first-person expressions of the speaker——build up to, and provide
a context for, the contrapuntal listenings. It is in this third step that we begin
to identify, specify, and sort out the different strands in the interview that
may speak to our research question. This process entails reading through the

- interview two or more times, each time tuning into one aspect of the story

being told, or one voice within the person’s expression of her or his experience.
The researcher’s questions shape this listening, which may be based on the
theoretical framework guiding the research, or the questions raised by the
previous listenings, or both. A

To begin, we specify the voices we will listen for and determine what the
markers of a particular contrapuntal voice are or, more simply, how we will

know this voice when we hear it. The te:-{J is then read through, listening for just
one voice at a time, and the appearance or evidence of this voice is underlined in

a color chosen to mark it. Reading thrd‘ugh the text a separate time for each
contrapuntal voice allows for the possibility that one statement may contain
multiple meanings, and therefore may lloe underlined multiple times, and also
allows the researcher to begin to see and hear the relationship between the
person’s first-person voice and the contrziipuntal voices. The contrapuntal voices
do not have to be in opposition to one another; they may be opposing or comple-

mentary in some way. Listening for at least two contrapuntal voices takes into_
account that a person exprésses his or herexperience in a multiplicity of voices
or ways. It is important to note that it also allows for the possibility that some
of these voices may be in harmony with one another, in opposition to one

Examples of contrapuntal voice analyses range widely, depending on the
nature of the particular study. Building on In a Different Voice (Gilligan, 1982),
the voices of a separate and connected self, and of justice and care, have been
distinguished and followed (see Gilligan & Attanucci, 1988; Johnston, 1988;
Langdale, 1983; Lyons, 1988, 1989). In the work of the Harvard Project (e.g.,
Brown & Gilligan, 1992; Taylor et al., 1995), the analysis of girls’ development
fromy childhood into adolescence was shaped by the counterpoint in girls’ inter-
view texts between a voice of resistance|or resilience (a strong, clear, confident

“voice) and a voice of distress or capitulation. Rather than characterizing these
- girls’ voices.as either resistant or capitulati

: e counterpoint between both
of these voices was followed both within a given interview and in the interviews
conducted over time (Gilligan et al., 1990). Dana Jack (1991), in her study of
depressed women, followed the counterpoint between an “I” who spoke clearly
and directly (I feel, I know, I want, I believe) and what she called the “over-
eye,” the part of the self that observed,|judged, shamed the self—the voice of
the depression (I should, I have to). Through her contrapuntal analysis of the
relationship between these two voices, Jack observed how the voice of the over-
eye came in to\silence the I, and how t1he resistance or resilience of the I, as
it was repeated{y overruled by the oveTeye, contributed to the exhaustion of
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depression (the extraordinary effort it took to silence the self). This analysis
led her Lo conceptualize depressjon ds a silencing of the self.

h’.cturning to the excerpt fro’m‘the interview with Vanessa, in light of our
ques.tlon about motherhood and depression, we noticed in the I poems two
possible contrapuntal voices; a v‘Ioice of knowing and a voice of silence. In the
first contrapuntal voice listening we decided to underline the places‘in this
passage in which Vanessa, speaking about herself as a child, described her
knowledge of herself and her rjfponse to her mother's depression. Here, we
show these phrases in italics below: - ’ o ,

And then [ think you kriow, everything kind of went underground for me
?md I s.topged talking to people. Hmmm. I think when there is a mentaz
Lll.uess in the house, and it's, and there can be . .. and some of it can be out
of control, that hmmm, q [ot of families tend to isolate. And that I think is
what my family did. And hmmm, besides, I didn't have anything to tall.{
zllbou,t. What was I going to say? “My mother is a raging maniac?” Or, or
“She’s, she’s a rock and Tcan’t talk to her.” It's not something you share w’iM
people qt school. Hmmm, [hmmm,; I think for, it made me chase my Dad for
some kind. of attention, and of course that made him run faster. Hmmm
And so, hmmm ? and you|know at that point, I think that's when Istoppad'
sleeping. And I kept worrving that one of them was going to drop dead, yoﬁ
know. And [ think that A} umm, some of that was behind the not slee;Jing.

Pulling out just what we hgve ﬁnderlined in this listening, we hear how much
Vanessa knew about what was gqing on for her, and her family, at that time:

everyL.hing kind of went underground for me I stopped talking to people
l.hert? Is a mental illness in the house some of it can be out of control a
!ot of farm'lies tend to isolate that, I think, is what my family did my m(;t-h.er
is araging maniac . . . shels a rock and I can’t talk to her it's not something
- you share with people at school it made me chase my Dad for some kind of
allention that made him v\un faster ... I stopped sleeping I kept worrying
that one of them was goin;é to drop dead I think that hmmm, some of that

was behind the not sleepiTg.

This listening goes to the heart of Weinberg's question about how much this
mather knows about her experienée with her own depressed mother. Vanessa
T'eca]ls b'eing aware of the severity of the situation with her mother (“my mother
15 a raging maniac”) and what hetr own response to her mother’s depression
was. Sl"le begE{n having difficulty s]leeping and worried that one of her parents
was going to die. Although she did try to reach out to her father, it unfortunately
seemed‘to have contributed to her father pulling even further away (“that
made h}m.run faster”). This listening also highlights Vanessa’s conflicts or
uncertainties about knowing. Her repeated phrases, “you kknow,” suggest that
she :vonders what others know about what she knows, and hér hesitations
the hmrgms” that interrupt the ﬂ‘ow, similarly could possibly be interpreteci
as a manifestation of her conflicts hround speaking.

The second contrapuntal voice we listened for was a voice of not speaking.

We underlined the passages in which Vanessa talked about her sense that she
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could not speak about what was happening to her [amily during this time.
These passages are noted in bold text.

And then I think you know, everything kind of went underground for me,
and I stopped talking to people . . . Hmmm. [ think when there is a mental
illness in the house, and it’s, and there can be and sonie of it can be out of
control, that hmmm, « lot of families tend to isolate. And that I think is
what my family did. And hmmm, besides, I didn’t have anything to talk
about. What was I going to say? “My mother is a raging maniac?” Or,
or “She’s, she's a rock and I can’t talk to her.” It’s not something you share
with people at school. Hmmm, hmmm, I think for, it made me chase my
Dad for svme kind of attention, and of course that made him run faster.
Hmmm. And so, hmmm_and you know at that point, I think that’s when [
stopped sleeping. And I kept worrying that one of them was going to drop
dead, you know. And [ think that hmmm, some of that was behind the

not sleeping.

In this listening, we hear how Vanessa became isolated by virtue of her sense
that she could not talk to anyone about what was happening to her, leaving
her with little to say and perhaps little around which to connect with her
peers—“it’s not something you share with people at school.”

In the counterpoint between these two voices, we hear evidence of Vanes-
sa’s own depression and also of her resistance, her strategy of going under:
ground. Rather than having to choose which voice best characterizes what
Vanessa is expressing, we listen for the relationship between these voices as
her depression might also carry some aspects of her strategies for resistance.
Together, these voices convey that Vanessa went underground because of what
she knew. Here she conveys that she was aware of how out ol control her
mother’s depression was but she had the sense that saying something about
it was not possible for her.

Together, these contrapuntal voice listenings raise questions about what
Vanessa knows in the present that she perhaps feels she cannot talk about
and whether this possible silence may be contributing to her depression. We
also return to Weinberg’s inquiry, which began with her observation that in our
search for understanding how maternal depression affects the mother—infant
relationship, the women’s own experiences with depression needed to be incor-
porated. These observations suggest the shape of the next step, composing an
analytical summary based on the series of listenings we have conducted.

Once the contrapuntal voice listenings have been completed, with each
voice underlined in a different color, the transcript provides a visual way of
examining how these voices move in relation to one another and to the Is. In
musical counterpoint, the two or more lines of music may each develop a distinct
theme, at times moving in consonance with one another and at other times in
dissonance. Here too, the contrapuntal voices within one person’s narrative
are in some type of relationship with one another, and this relationship becomes
the focus of our interest. A range of questions could be asked at this point.
Does one contrapuntal voice move with particular I poems more than others,
and if so how do these voices move in relationship with one another? Does one
or more of the voices move completely separate from the Is? What are the
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Ecl.utif)mships among the contrapuntal voices? Do some of them seem to take
urns? Do they seem to be opposing one another? How do they move in and

out of relationship with one another? Although we only listened for two contra- -

Puntal voices in this example, we could have decided to listen for more, depend
ing on the questions guiding our analysis. e
The development of these listenings for contrapuntal voices is an iterative
process. Thq I:esearcher begins with an idea about a possible voice, creates an
initial definition or description of this voice, listens for it, and th:an assesses
whether thej definition of this voice makes sense and whether it is illuminating
some meaningful aspect of the text. The researcher may.- then fine-tune thi:
partllcular contrapuntal voice and try to listen for it again. In addition, once
two or more contrapuntal -voices have been identified, the researcher’ ma
1'eﬁgct on whether something that felt important in the other listenings i)s,
gethg left out, whether something needs to be added to an already defgined
voice, or whetber a new voice needs to be listened to. In studies that involve
several .mteArv1e.ws,'the contrapuntal voices may evolve out of the analyses of
many dx.f(’exjent interviews through a process of going back and revisiting this
step, Lhis time reading for voices that have been redefined or newly defined
Lthrough the analysis of other interviews, v

Step 4: Composing an Analysis

llx'Ll?e final step of. the Listening Guide method, having gone through the text a
minimum offour times (plot, I poem, and listening for two or more contrapuntal
voices), leaving a trail of underlinings, notes, and summaries each tinfe the
reseqreher now pulls together what has been learned about this perso,n in
re-|§1t1'0.1? to the research question, In essence, an interpretation of the interview
’4(.);‘ text is _d}gvelop‘ed that pulls together and synthesizes what has been learned
through this entire process and an essay or analysis is composed. Returning
to the research question that initiated this inquiry, several quest.ions can] bZ

considered. What have you learned about this question through this process |

and. how hav.e you come to know this? What is the evidence on which you ar
basing your interpretations? Sometimes in this step it may become ay are i
that the.research question itself needs to be modified, or perhaps evegi .
formed, in response to this series of listenings. , e
o Thrgugh our analysis of Vanessa’s description of her experiences as a child
iving with her mother who was severely depressed, we hear a tension between
how much Vanessa knew about what was happening in her family and how
sbe also felt that ’there was no one with whom she could talk about how out
F)tt cqx?}:rol some things had gotten. She held on to her own knowledge by taking
ie:;itonh;rtas she went. underg‘rgund psychologically. We wonder whether this
o Vaneszatrsgn ka(l)wmg and silence highlighted in the passage is still alive
for Yo passag;\y, ough we cannot answer this question based on the evidence
?n this chapter we focused on one small passage within one interview to
provide an example of how each of the steps of the Listening Guide can be
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operationalized. A full analysis of this|interview would involve working with
the entire transcript. Although listening for one voice at a time in the earlier
steps can illuminate different aspects of a person’s experience as expressed in
an interview, these separate listenings|must be brought back into relationship
with one another to not reduce or lose the complexity of a person’s expressed
experience. In a study that includes mulltiple interviews, these Listening Guide
analyses may be examined in relationship to one another, illuminating similari-
ties in the themes that may begin to emerge across several interviews and also

marking distinct differences between them.

Conclusion

The Listening Guide method is a way 9f analyzing qualitative interviews that

i is best used when one's question requires listening to particular aspects of a

|

! person’s expression of her or his own complex and multilayered individual
¢ experiences and the relational and cultural contexts within which they occur.
© Ttis a particularly useful tool for discoi\/ery research; to uncover new questions

to pursue through focusing in on and learning from individual experiences. It
is a relational method in the sense that it intentionally brings the researcher
into relationship with the participant through making our responses, experi-
ences, and interpretive lenses explicit|in the process, and by listening to each
participant’s first-person voice before moving in to listen for answers to our
own research questions. It is also relational in that the specific way the method
is operationalized changes in response to, and via the process of, analysis.
Through each of these steps we ﬂcti]vely bring ourselves and our research
question into relationship with the person’s spoken experience to direct the
analytical process, creating an opening for that person to shift our way of
listening, the questions that we ask, and the ways in which we ask them.

This method requires the active ex‘xgagement of the researcher throughout
the analysis because it is intended to be a guide, or a set of steps that provide a
basic [rame, rather than a set of prescriptive rules to be followed. The researcher
must make decisions with regard to How precisely to implement each step of
this method in a particular research project. We have demonstrated the particu-
lar way that we have been implementing the Listening Guide method. As
with any analytical tool, others have necessarily developed different ways of
conducting the four basic steps to fit the specific needs of their various studies
and sets of research questions.

Finally, although a Listening Guide analysis may serve as a primary
method of analysis, it has also been used in conjunction with other qualitative
methods of analysis such as narrative s;umrnaries (Way, 2001) and conceptually
clustered matrices (Brown, 2001), as well as with a statistical analysis of
thematic codes derived from interview texts (Tolman & Szalacha, 1999). These
methods each offer a different pathway, into and through qualitative interviews.

The Listening Guide method offers a way of illuminating the complex and
multilayered nature of the expression| of human experience and the interplay

between self and relationship, psyche and culture.
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Participatory Action Research:
From Within and Beyond Prison Bars

Michelle Fine, Maria Elena Torre, Kathy Boudin, -
Iris Bowen, Jiitdith Clark, Donna Hylton,
Migdalia Martinez, Missy, Rosemarie A. Roberts,
Pamela Smart, and Debora Upegui

Participatory action research represents a stance within qualitative research
methods—an epistemology that assumes knowledge is rooted in social relations
and most powerful when produced collaboratively through action. With a long
and global history, participatory action research (PAR) has typically been prac-
ticed within community-based social action projects with a commitment to
understanding, documenting, or evaluating the impact that social programs,
social problems, or social movements bear on individuals and communities.
PAR draws on multiple methods, some jquantitative and some qualitative, but
at its core it articulates a recognition that knowledge is produced in collabora-
tion and in action.

With this essay, we aim to accomplish four ends. First, we provide a cursory
history of PAR, beginning with Kurt Lewin (1951) and traveling too briskly
through the feminist and postcolonial writings of critical theorists. Second, we
introduce readers to a PAR project we have undertaken in a women’s prison
in New York, documenting the impact O‘J‘fcollege on women in prison, the prison
environment, and on the women’s postrelease outcomes. Third, we present a
glimpse at our findings and offer up an instance of analysis, demonstrating
closely how we analyzed thematically and discursively data about “transforma-
tion” as a research collective of inmate and university-based researchers.
Fourth, we articulate a set of reflections on our work as a PAR collective, the
dilemmas of writing openly under surveillance.

The authors would like to thank the Les]i; Glass Foundation, the Open Society Institute,
and the Spencer Foundation for funding the resea‘\rch; Superintendent Elaine Lord, Paul Korotkin,
and E. Michele Staley for their feedback; and Shura Saul for her design inspiration.
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The roles and responsibilitie‘)s of outside scholars in relation to inside schol-
ars have long been a question for theorists and researchers of social injustice
Many have agitated for a form q‘)f participation but few have articulategl thé
nature of the work-together (see Chataway, 1997, for an exception; also McIn-
tyrf—), 1997). This chapter invites‘ readers into a prison-based PAR; project, in
which a team of university-based researchers and inmate researchers colla’bo-
’ ra‘ted to dgcument and theorize the impact of college within and beyond the

prison environment. Like many before us; we sought to organize all aspects of
the mterv.cntlon and the research|through democratic participation. Like those
our !)r:lctlcc did not always live up to the design. We do not see insiders or7
outsiders as the “true” bearers of truth or knowle'dge, but more like Brinton
Lykes (2091),‘ Linda Tuhiwai Smith (1999), and Ignacio Martin-Barg (1994)
we recognize in our souls the relrfltive freedom and therefore respon'sibility of
outside researchers to speak critically and constructively with insiders about

the pos’sibilities and limijts of part?cipatory research within the walls of prison.

A Too Brief History of‘Participatory Action Research

Kurt Lewin has long been the nam‘e attached to the “ is” i
. . atta genesis” of action research
in the United States. From the 194’03 onward, with vision, critique, and intellec-
tu-a.] courage, Lewin dared to assert participant knowledge as foundational to
validity; democratic and particibato1~y research as foundational to social
cha.nge. Working very much within a psychological paradigm for a greater
S(‘)Cla] gf)od, Le\.avin carved a space{ for “the development of reflective thought
discussion, decision and action by-ordinary people participating in collecti ’
research.on ‘private troubles’ (Mill: i i " (quoted
1 p s’ (Mills, 1959) which they have in common (quoted
in Adelman, 1997). Lewin challenged the artificial borders separating theory
1'escarc'h,-ancl action, insisting: “Ng') action without research; no research with-Y
out action” {quoted in Adelman, 1997). At the core of Lewin’s project was, like
qolan Dgwey, a refusal to separaté thought from action; an insistence or; the
mtegration of science and practice! a recognition that social processes could he
understood only when they were cirhanged (see Cherry & Borshuk, 19‘98).

Fra}nces Cherry and Catherine Borshulk place in historic context the power
of Lewm’§ work while he was director at the Commission for Community
Interrelations (CCI) of the Americ‘ém Jewish Committee. According to Cherry
(personq] communication, 2000), “Perhaps closest to contemporary participa-
tory act19n research would be the‘ category of research conducted by CCI: a
community ge] f-survey of civil rights in which the importance of members.of
thg cqmmpmty conducting the research was stressed as essential . . . Lewinian
thinking [recognized] that science (and social problem-solving should be inti-
mately connected, and that action research was inevitably participatory.”

. The community self-survey of c[:ivil rights, initiated under Lewin’s leéder-
ship, exemplifies the kind of demo‘cratic progressive community projects CCI
advocated, “attempting to move be:yond academic expertise and to place the
tools of research in the hands of corcerned citizens” (Cherry & Borshuk, 1998,

5 A 1 ) ;
P- 129). Lewin’s vision of democratic social research was compromised signifi-
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cantly over time by the increasing conservatism of U.S. psychology, McCarthy-
ism, and scientism and converted into a set of techniques and axioms rather
than a radical challenge to science as practiced.

Central and South American theorists and practitioners, including
Orlando Fals-Borda (1979), Paulo Freire (1982), and Ignacio Martin-Bard
(1994) have structured a set of commitments to PAR that move Lewin well
beyond the borders of psychology, into an explicit analysis of the relation of
science to social inequality, community life, and radical social change. As

Martin-Baré explained,

If our objective is to serve the liberation needs of the people [of Latin
Americal. . . . [We must] involve ourselves in a new praxis, an act of trans-
forming reality that will let us know not only about what is but also about
what is not, and by which we may try to orient ourselves toward what ought
to be” (1994, pp. 27-29). Like Martin-Baré, Fals-Borda and colleagues sought
asetofl practices that would reveal “facts” as processes, “causality” as circular
or “spiral in nature,” and “multiple determinations” rather than “immediate
antecedents” (Fals-Borda, 1979). For Fals-Borda, like Lewin, a dynamic or
dialectical confrontation between common sense and systematic observa-
tions, followed by intensive reflection and action, engaged at the provocative
borders belween insiders-and outsiders, were the recursive steps of PAR.
Deeply critical of the relation of science to social inequity, and equally
hopeful about science for radical social change, Fals-Borda recognized “the
possibility lor the masses of workers themselves to create and possess scien-
tific knowledge; that social research and political action can be synthesized
and mutually influential so as to increase the level of efficiency of action as
well as the understanding of reality” (1979, p. 40). Across history and current
texts, these PAR scholars have worked to articulate specific principles of
PAR. Atroot, participatory research recognizes what Antonio Gramsei (1971)
described from a prison cell in ltaly, the intellectual and political power of
“organic intellectuals” from whom counter-hegemonic notions derive, whose
lives are deeply grounded in class struggles. Fercin lies the fundamental
challenge to what Habermas called “scienlism” or what John Gaventa called
“official knowledge” as the sole legitimate claim to truth (Gaventa, 1993;
Habermas, 1971; Hall, 1993; Kemmis & McTaggart, 2000; McIntyre, 2000).
With similar commitments, Hans Toch (1967) authored a powerful article
that spoke about PAR in prison, about the knowledge of “convicts” and the
humility of outside researchers, an article well ahead of its time. We owe
much, in this chapter and in our work, to the wisdom and foresight of

Hans Toch.

Relationships, Responsibilities, and Action at the Heart
of Participatory Research

In the participatory research propounded here, the silenced are not just
incidental to the curiosity of the researcher but are the masters of inquiry
into the underlying causes of the events in their world. In this context
research becomes a means of moving them beyond silence into a quest to
proclaim the weorld (Gaventa, 1993).
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In the past five years, with both feminist and explicitly critical turns, the
writings nn the stance of participatory researchers have broken important new
ground. Our work has been enormously influenced by five such turns. To begin
there has been a sharp recognition of participation with, not only for, commu:
nity. Psychologist Brinton Lykes marked this move in her language, reflecting
her stance on a project in which she

agyeed to accompany a friend to her community of origin in the Highlands
of Guatemala. . . . [Recognizing myself] as a “situated other” within a praxis

 of solidarity | which| informs my ongoing efforts to develop alternalive meth-
ods for “standing under” these realities and participating with local actors
in responding to problems in daily living. (2001, p. 1)

' Secppd, we are inspired by participatory action researchers, who drawing
from critical race and, legal theories have recognized the intellectual power
and searing social commentary developed at the bottom of social hierarchies
‘(‘La’dson-Billings, 2000). Mari Matsuda (1995), a critical legal scholar writing
!or an “outsider’s jurisprudence,” wrote, “When notions of right and wrong
'JUS‘&]CG and injustice, are explained not from an abstract position from th(;
position of groups who have suffered through history, moral relativism recedes
... ltoward| a new epistemological source for critical scholars looking to thé
bottom™(p. 6).
Third, from the growing literature on research for and by indigenous peo-
p]ef:., some participatory researchers, ourselves among them, draw from the
writings of Maori theorist and researcher Linda Tuhiwai Smith (1999), who
recognizes not only the knowledge accumulated in indigenous communities but,
also that indigenous values, beliefs, and behaviors must be incorporated into
Fhe praxis of participatory research. From Tuhiwai Smith we take profound
. ingights about respect for local custom and practices, not as an obstacle to
research but as a site for possible learning and shared engagement and long-
term social change.

. Fourth, we have been inspired and moved by the writings of critical psychol-
ogist Kum Kum Bhavnani (1994), who has authored an essay in which she
struggl(-.:s aloud with questions of objectivity—that is, feminist objectivity in
hgx' sclf-consciously political research. Holding herself responsiblé to satisfy
hlgh.standards for quality work, Bhavnani writes about three criteria for
“I'gmmist objectivity”: inscription, micropolitics, and difference. Inscription en-
tails holding herself accountable to produce stories about young women and
men ‘Lhat counter—and do not reinforce—dominant, stereotypic scripts. Micro-
politics demands that she explicitly analyze, in her empirical texts, her relation
to and with the “subjects” of her research. And “difference” reminds her that
':511e must theorize not only the strong trends that sweep across her data, but
interrogate, as well and with equal rigor, the subtle and significant “differ-
ences” within,

And fifth, Glenda Russell and Janis Bohan (1999) argue that it is crucial
to theorize and strategize how PAR “gives back” to communities generous
enough to open themselves up for intellectual scrutiny. Russell and Bohan are
two of the very few scholars who deliberate on the questions of audience,
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product, and what is left behind. For these activist scholars, creating a legacy
of inquiry, a process of change, and material resources to enable transform are
crucial to the PAR project. .

These five turns—toward workipg “with,” recognizing local knowledge,
respecting local practices, stretching toward a grounded “feminist objectivity,”
and giving back—emerge [or us as guiding refinements in the practice of PAR
(see also Brydon-Miller, 1997, Olesen}, 1999).

|

A Note on Limits} and Responsibility
|
Although many scholars have begun to write on the power of PAR, a number
of feminist and critical race theorists have wandered into the other side of the
conversation, daring to reveal what Venezuelan community psychologist Esther
Weisenfeld (1999, p. 2) has called the “unfulfilled promises of PAR.” We are
indebted to these writers, because it is in their firm belief about the power of
participation that they feel compelled to write honestly with caution. Thus,
Patricia Maguire (2001) reflected on her training of participatory researchers
in the new South Africa, and reported a low level but pervasive resistance to .
the dialogic, nonauthoritarian nature|of the work, such that participants were.
as eager to contribute fully as they |were to be taught or led in traditional
relations of authority, disappointment emerging when they were not. Anne
Bettencourt, George Dillman, and Neil Wollman (1996) wrote on participatory
research as a form of grassroots organizing, and noted with concern that once
a compelling project is stirred up, participatory researchers have an obligation
to find, build, and then pass the torch on to an interior leadership structure
to move the action forward and to resist taking up that role themselves. Cynthia
Chataway (2001) offered a very careful analysis of her work with a Native
American community, respectfully recognizing that although equal and public
participation may be the goal of outside researchers, those who work and dwell
in communities that are oppressed and highly surveyed may, indeed, be grateful
for the research and yet prefer privacy as a form of public responsibility. John
Stanfield II (1998) noted that particéipatory research has becomeé a “partial
solution” to the historic oppression of|people of color in social sciences but, he
continued, “rarely do researchers share career rewards with ‘subjects’ of color,
such as coauthorships and access to |authoritative credentializing processes”

(p. 336).

In a useful move, Brinton Lyke‘s, who has worked, read, and thought
carefully about the delicate praxis of participatory methods in Guatemala,
Ireland, South Africa, and the United States, offers a crucial and generous set of

reflections on working criteria for eval}uating participatory methods, including:

the method’s compatibility anldfor complementarity with other existing re-
sources in local communities with a majority population living in extreme

poverty, thereby enhancing suFtainability of the project . . . [and] the meth-
od’s capacity to facilitate an action/reflection dialectic when new ways of
thinking and/or alternative cultural practices emerge within and among
local participants and their communities in response to the PAR process.

(2001, pp. 195-196)
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. We hear all of these cautions as wisdom. We are privileged to be working
within a maximum-security prispn with a supportive superintendent and cor-
rectional stalf and prison-based [researchers and respondents, and we under-
stand the stakes for these inmates, should they broach some forms of honesty
or critical action, could be devastating. We have learned, as Tuhiwai Smith
would warn us, that what appears to be “paranoia” may just be local wisdom;
and not to confuse “finding your voice” and “speaking out” with courage. Thus
we have learned that “equal” participation and responsibility does not mean
the “same.” Instead, it means endless ongoing conversations, among us, with
every decision always revisited, about who can take risks, who dares Lo speak,
w.ho must remain quiet, and what topics need never see the light of day. As
Linda Martin Alcoff (1995) has W1:~itten, we are painfully aware that we always
need to “analyze the probable on actual effects of lour] words on the [many,
_contradictory| discursive and material contexts [both within and beyond the
prison|” (p. 111). !

|
\
“

The Context for the Project
|

The 1980s and 1990s in the Uniti:d States were decades of substantial public
and political outery about crime and about criminals. During these years, stiffor
penalties were enforced for crime‘s, prisons were built at unprecedented rates,
parole was tougher to achieve, “three strikes and you're out” bills passed, and

college was no longer publicly funded for women and men in prison. Indeed,
with the signing of the Violent ‘\Crime Control and Law Enforcement Act,
President Bill Clinton stopped the flow of all federal dollars (in the form of
Pell grants) that had enabled wo}men and men in prison to attend college. It
was Lhen up to the states to finalize the closing of most prison-based cdllege
programs around the nation. At Bedford Hills Correctional Facility, a vibrant
college program had been coordinqted by Mercy College for more than 15 years.
In 1.995, this program, like more than 340 others nationwide, was closed. This
decision provoked a sea of disappointment, despair, and outrage from the
women at Bedford Hills, who had been actively engaged in higher education
and in GED/ABE (adult basic edueation) preparation. Within months, a group
of inmates met with the superintendent and, later, an active community volun-
teer, Thea Jackson, and soon they) with Marymount Manhattan College presi-
dent Regina Peruggi, resurrected tbe college—now a private, voluntary consor-
tium of colleges and universities dedicated to inmate education.

The design of the college was conceptualized through pillars of strong,
ongoing participation by the prison administration, staff, the inmates, faculty,
and volunteers. Students, in particular, are expected to “give back” in any
number of ways. They teach, mentor, pay the equivalent of a month’s wages
for tuition, contribute to the prison community, and demonstrate high levels
of community engagement once théy are released (see Fine et al., 2001). Struc-
turally, the design of the college p1‘;-ogram called for the college administrators
at Bedford to meet regularly with Lthe prison administration, the inmate com-
mittee, and a representative of the board to create and sustain a “safe” context

3 . . y P .. . ..
for serious conversation—reflection, revision, and re-imagining of the college
\
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“program. It was felt to be important to design the program with core participa-

tion from every constituency because many, including the long-termers who
witnessed the loss of the college, did not want the younger women to ever take
the program for granted, assume its permanence, forget its fragility, or view
it as an entitlement. Little did we know that the forms of participation within
the college would emerge, powerfully, as one of the central positive outcomes
of the college program. That is, women who have, for the most part, spent the
better (or worst) part of their lives under the thumbs of poverty, racism, sexism,
and violence could, in college, “hear my own voice” or “see my own signature” or
“make my own decisions”—re-imagine themselves as agents who make choices,
take responsibility, create change for themselves and others (e.g., family, chil-
dren, and younger women at Bedford) and design a future not overdetermined
by the past. ) ) :

At its heart, this college program has not been simply about the taking
of courses, but instead about deep immersion in an intellectual and ethical
community of scholars. The physical space of the learning center—equipped
with nonnetworked computers (use of the Internet is banned in prisons), con-
tributed books, magazines, newspapers, flags from colleges and universities
in the consortium—holds what Seymour Sarason (1974) called the “sense of
community,” a place where, the women will attest, “if I need help I can find
it—even if that means someone to kick me in the ass to get back to work and
finish my papers.” This intellectual community also spills out onto the “yard,”
where you can overhear study groups on Michel Foucault, qualitative research,
Alice Walker; or in the cell block where the ticking of typewriter keys can be-
heard late into the night; or a “young inmate may knock softly on [my] wall,
at midnight, asking how to spell or punctuate. . .". ” For the women at Bedford
Hills, 80% of whom carry scars of childhood sexual abuse, biographies of mised-
ucation, tough family and community backgrounds, long lists of social and
personal betrayals, growing back the capacity to join a community, engage
with a community, give back, and trust are remarkable social and psychological
accomplishments. )

Thus, when the first author was asked to conduct the empirical documenta-
tion of the impact of college on the women, the prison environment and the
world outside the prison, it seemed all too obvious that a participatory design
behind bars would be nearly impossible—albeit essential.

Research Design

In 1997, the Leslie Glass Foundation offered to fund the documentation of the
impact of college on the prison community. Fine, professor of psychology at
the Graduate Center of the City University of New York, agreed to become the
principal investigator of the project, and hired a team of graduate students to
help conduct the study: Melissa Rivera,! Rosemarie A. Roberts, Maria Elena
Torre, and Debora Upegui. It was determined, early in the design phase, that

'Melissa Rivera relocated to California early in the project and is no longer active in the re-
search.
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the project would be maximally informed, useful, and productive if there were
a set of inmate researchers on the team as well (see Toch, 1967). We consulted
with the superintendent, who agreed with the design, after the New York State
Department of Correctional Services (NYSDOCS) provided official approval.
The following inmate researchers joined the team: Kathy Boudin, Iris Bowen,?
Judith Clark, Aisha Elliat," Donna Hylton, Migdalia Martinez,' Missy, and
Pamela Smart. Over time, NYSDOCS, through the efforts of E. Michele Staley,
grew to be a crucial member of our research team, computing the postrelease
reincarceration rates for women who enrolled in, graduated from, or did not
participate in the college program.

Study Design

The design of the research called for both qualitative and quantitative methods
(see Table 10.1). The research questions required that a quantitative analysis
be undertaken to assess the extent to which college, in fact, reduced recidivism
and disciplinary incidents; and a qualitative analysis to determine the psycho-
social effects of eoflege on the women, the prison environment, their children,
and the women's lives postrelease.

A Glimpse of the Findings

Using very different methods, we were able to research intensively a number
of'questions about the impact of college on women in, and released from, prison.
Integrating both quantitative and qualitative methods allowed us to more
deeply probe questions that needed further explanation.

To What Extent Does Involvement in College Affect Women’s
Reincarceration Rates?

In the fall of 1999, the research team approached the New York State of
Correctional Services, requesting that a longitudinal analysis of reincarcera-
tion rates be conducted on those women {rom Bedford Hills Correctional Facility
who had attended the Mercy College Program and had subsequently been
released. Staley, program research specialist, conducted the analyses for the
project and provided data on return-to-custody rates for all participants at any

*[ris Bowen was translerred to another correctional facility mid-way through the research.
Though her relocation, far from family, friends, and support networks, has put incredible strains
on her, she remains a vital member of the research committee.

‘Aisha Elliot, a starting member of the research committee, stopped participating early in
the project because of personal commitments.

*Migdalia Martinez was granted clemency in December 2000 and released, after serving 11
years, 3 months, on January 31, 2001. She remains a member of the research team.

Research Questions, Methods, Sample, and Outcomes

Table 10.1.

QOutcomes

Sample®

Method

Research Questions

« Academic achievement

1. Archival analysis of

1. What is the impact

¢ Personal transformation

college since inception

of the college experience
on inmate students?

« Expression of responsibility for crime and for

future decisions
» Reflection on choices made in the past and

2. One-on-one interviews
conducted by inmate-

researchers

decisions to be made in the future

Civic engagement and participation in prison

and outside

10 focus groups:

N
N
N

3. Focus groups:

with inmates,

43 (inmates)
20 (faculty)
9 (children)

faculty, children, and =

college presidents

9. What is the impact of
the college experience on

+ Changes in prison disciplinary environment

¢ Prison climate

¢ Correction officers views of and experiences

N

the prison environment?

7 (presidents)
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with former inmates
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administrators

s Reincarceration rates
~» Economic well-being

3. What are the

6. Surveys of faculty

postrelease effects of

"N=20

* Health

* Civic participation

N=18

college on the women

and on their

7. Student narratives

» Persistence in pursuing higher education

o Relations with family and friends

reincarceration rates?

454 total students
- 274 released)

N

8. Statistical analysis

(N

of former inmates who
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Key Methodological Decisions
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Cus groups

9. Individual interviews rather than fo

for correction officers.

6. Participants choose
a name by which they

are known in the

report.

4. Conduct focus group
within prison with teen

i

group children of inmate
rather than conduct
intefviews in teen

homes.

7. Sample. Include
inmates who left

sis by

10. Interpretation session. Data analy:

2. Teach inmates how

inside and outside researchers,

college in sample and
those in precollege

to be researchers in a

semester-long research
methods college course.

11. Writing final report in a single voice.

program.

u .. ,
Some women participated in more than one data source.
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time since release, and then return to custody rates for all participants within
36 months of release.” )

Using the standard NYSDOCS measure of 36 months, out of the 274
women tracked longitudinally,” 21 college participants returned to custody.
Thus, women who participated in college -while in prison had a 7.7% return-
to-custody rate. In contrast, an analysis tracking all female offenders released
between 1985 and 1995 revealed a 29.9% return-to-custody rate within 36
months. Women without college are almost four times more likely to be returned
to custody than comparable women who participated in college.while in prison,
Women with no college are twice as likely to be rearrested for a “new term
commitment” (a new crime) than women with some college. In addition, women
with no college are 18 tiines more likely to violate parole than women with
some college. In other words, college in prison reduces the amount of postrelease
crime and even more szgnzﬁcantly hezghtens responszble compliance with pa-’

role expectations.

To What Extent Does Engagemenkt in College, and Completion
of a Degree, Affect Women’s Psychological Sense of Themseluves,
Past, Present, and Future?

We review, now, how we analyzed the qualitative individual and focus group
interviews for evidence of “transformation.” We were struck, in examining all
of the data, with the extent to which women spoke-of college as a source of
personal change, transformation, and new selves. Theorizing transformation,
however, proved to be a multilayered task. The process of analysis moved us
through four readings of “transformation.”

Initially all of us read all of the transcripts and heard a discourse of split
selves: As the research team first read through the transcripts, we all noted
recurring talk of “old” and “new” selves; the “before-college me” and “after-
college me.” Women in prison and those recently released repeatedly credited
college with facilitating a personal change from their old ways to their new
{read “better”) way of life. With an intentional and sharp separation of old
and new, the women drew clear distinctions between the “me before” and the

“me now:”

I'm not the same person that went to prison. If you knew me before, you
would never know it’s the same person. [I made] a complete turn around.

5Staley relied on the following methodology: .

[NYSDOCS| matched the file [of college students [rom the Mercy College registrar’s office]
with our department’s release file that included releases between 1985 and 19989, using DIN
(Departmental Identification Numbers assigned to each inmate). . . . [IIncluded in the analysis
were only the inmates that were released from NYSDOCS' custody subsequent to their
participation in the college program. Of the 454 cases provided, 274 college participants have
been released from NYSDOCS since their college participation. This is the sample that was
used in the follow-up analysis to determine how many of these participants returned to
NYSDOCS’ custody. With respect to the return-to-custody analysis, I used the same survival
analysis methodology that is used to prepare our department’s standard return-to-custody
report, 1995 Releases: Three Year Post Release Follow Up. (Personal correspondence, Staley,

Aug. 22, 2000)
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And I'm proud of that, ‘cause 1 like me now . .. college made me face me
and like me now. (Ellie)

When 1 first came to Bedford Hills, [ was a chronic disciplinary problem,
getting tickets [issued for disciplinary infractions] back to back. I had a very
poor attitude as well, I was rude and obnoxious for no reason, I did not care
about anything or anyone. . .. Then I became motivated to participate in a
number of programs, one of which was college. I started to care about getting
in trouble and became conscious of the attitude [ had that influenced my
negative behaviors. . .. College is a form of rehabilitation, one of the best.
(Denise)

Within this discourse of split selves, there was a particularly relentless
attempt by the women to derogate their past selves. This, then, produced the
occasion for our second r‘eading through the transcripts. Heeding the advice
of Celia Kitzinger (2000), we wanted to avoid the tendency to rush too quickly
through material that seemed obvious or superficial, even idiomatic. The re-
search team reread and discussed the transcript sections on transformation
generating and pressed for deeper interpretations with each pass.

As the earlier excerpts illustrate, we were interested to hear how harshly
many of the women described their “former selves”: angry, antisocial, drug
abuser, disrespectful both to self and others, having little to offer the world.
These characterizations were typically followed by descriptions of “complete”
and “total” personal changes: productive, working, motivated, knowledgeable,
worthy of pride. This trashing of women’s past lives was read initially by
Graduate Center researchers as a language of internalized self-blame and
sell~hatred.

Cause we were some wild kids when we were younger. We were angry. We
didn’t understand the system. This was our first time ever being in trouble.
Seall w. :vanted to do was fight. We didn’t interact with anybody, we weren’t

social. @ sow [we're] like totally different. We look forward to caming Lo
college. And it's like I changed, just totally changed. And my sister came
[tneollc - couple of months afterwards and changed, but we did it together.
{Erica, ¢ -ibing herself and her sister early in their incarceration)

The inmate researchers, on the other hand, heard in the same transcripts
a familiar language of redemption that echoed the kind of talk heard in counsel-
ing, 12-slep programs, support groups, church, and even in discussions about
upeoming parole board meetings. An old “bad,” “unworthy,” “negative” self is
vilified and then redeemed as a new “positive,” “productive,” “good” self.

When I first came here I had a chip on my shoulder that I wanted somebody
to knock off. . . . I stayed in trouble. I was disrespectful. I had no self-respect,
no respect for others. And it took a while for me to change gradually through
the years, and ... when I started going to college that was like the key
point for me of rehabilitation, of changing myself. And nobody did it for me,
1 did it for myself. ... And I went and I did it and I accomplished things
that I didn’t think I could accomplish. (Roz} :

|
|
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!
o L thi sed by the women
Together as researchers, we worried that this language, u y the :
about themselves, sounded so ruch like the language used by ‘those in some
policy circles attacking women in poverty, women of color, and indeed women

in prison. Thus across the transcripts ;we analyzed for overlgpping dlscm}rses
of redemption as well as social ideologies that place bla'mz.a for SO(flal pr;)p ems
squarely and exclusively within individuals (usually racialized), with no history
context. . } )
nd Xcs) VSe theorized the relationship |between the discourses of redemption
and derogation of poor women, inmate researchers reminded the research tesrg
of a simple fact that, though obvious, Graduate Center researche.rs had looke
beyond: Crimes had been committed by most of the women with whom ‘Ewi
spoke. The discourse of redemption, it was"suggested, serves as a powerxé
coping strategy for women desperate |to understand t.hemselves as separate
from the often destructive behavior that led them to prison. By staying .W1th1n
a story of two separate selves, women can assert. judgmeqt over thar .past
actions without having to face the'paill'l of integrating comp.hcated h.Jstones——
past selves now despised, past beha\}/ior now regretted—into their present
selves. The task of analysis then became to look back across the data for

connective tissue between past and prelesent selves, for instances where women

reflect critically on their lives. }
‘ L.

But then just to sit down and :read it all and discover that you don't even

like half of this stuff here about you. But this is you. You l.mow, you from

you. And it was like, oooh! .. .Eso 1 {re-]wrote it and'1 read it and I. re«re'ad

it and I re-wrote it and I sort of like condensed it {from 20 pages]'lnto like

about six pages. . . . it was lil(é really deep because it was no escaping then.

(Rhonda, on documenting her p‘)ast for her clemency petition)

!
\

Through reconceptualizing past, present, and future selves. as connectgd,
we began to understand that personal change, or transfo:matlon, was not a
simple declarvation of starting anew with a “cleap slate.” The wo.menh‘w}ire .
trying to describe personal change or transformation as a prgcess in v;; 1<t:h a
woman recognizes her past, present, and futur‘e selves 1n.relatlon toeacho Efl
and within social context, both in ar‘ad outside t.he prison. And most T\./exe
articulating the role that college played in helping them draw these lines
i Lotr}rsl?rfgotiz line of analysis, we resisted thin}(ing pf 1ives_and sezllvesd;s
existing outside of social context, without coxfnmu.nlty, w1Eh01’1’t hlstor?/.t n“a -
tion, we began to understand that wom;en bring pieces of“old” selves in 0 }ril.ew
selves, and that these pieces of the past selves inform and cocreate, Wlt ina
social historical context, a present ever-changing ‘self. And’ that college 1s ong
of those sites in which women can, in a community, acquire a language an
the skills of reflection, through which [these lines gf connect.lon can be ra:yn.
Thus we undertook our third reading of the transcrlpt.s, seeking thlsf connec 1vi31
tissue. For Sondra, a student, this n;leans recognizing helj Ir%ultlpllc«lz}iiy En
negotiating which pieces of herself are useful in moving her life in the direction

she chooses:

|
|
|
i
I
!
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[Us still in my character, but T don'tlct it come out. It doesn’t prove anything.
Before, 1 didn't care. Now 1 see 1 can achieve, do anything I put my mind
to. I have malured. ... [ can set examples now. (Sondra, addressing past
behavior that led to disc plinary problems)

I'know the decision to continue my education will help me in the long run,
yet my aspiration is to sjomehow help the young women who are coming
into prison in record bre%lking numbers. My past allows me to speak from
experience, and the academic knowledge I have obtained allows me to move
forward productively, hoﬁ)ef‘ully enabling me to help these younger women
recognize and reach theilj‘ potentials. (Crystal)

In Crystal's comment, we can see that recognizing these connections in
oneself can lead to an understanding of self in community and responsibility
across generations. Crystal sees her past in the younger women'’s presents and
her present in their futures. This recognition led our research team to a fourth
stage of analysis, in which we sought evidence of transformation talk located
within a discourse of community and social responsibility.

Finally, after many readings|and much discussion, we came to see that a
discourse of responsibility was operating to link old and new selves, and that
the women viewed college as the [intellectun] and personal site in which they
could develop such a discourse in communily while in prison. As fundamental,
the women recognized that in the labsence of programs like college, they would
nol. huve been able to move into reviewing their pasts, reseeing their crimes,
narrating a sense of responsibility for past and future.

I can think and talk about my victim now. It's not just “the bitch eut me
and I cut her back.” Even lthat idea comes out differently now, “the girl cut
me and I chose to strikel back.” Those words weren’t in me before, but
now, just having the words to articulate things, puts them into perspective
dilferently. (Tanisha)

My invelvement with college . . . has opened my eyes to all of the things
that were wrong in my life. Now I have a sense of priority, a sense of
accountability and I have made a legitimate premise for myself on which
Lo build ... my needs aré still important, but not at someone else’s ex-
pense. (Vanessa)

As these women testify, ouriquantitative and qualitative data confirm
what other researchers and priso}ners have found: Core elements of higher
education, such as self-reflection and critical inquiry, spur the production of
critical subjectivities, transformed and connected selves, and in turn trans-
formed communities (Conway, 1998; Faith, 1993; Germanotta, 1995; Rivera,
1995). These interior transforrnatipns in self bear significant consequence for
the women and for their incarceration rates. Said another way, individuals
move from being passive objects to active subjects—critical thinkers who ac-
tively participate in their lives and social surroundings; who take responsibility
for past and future actions; who diﬁect their lives, networlks, and social actions
in the world. Moving across readings of the transformation narratives, we came
to see the social psychological linksibetween college, transformation, and social

i
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responsibility. We turn now to our transformation as researchers on a participa-
tory research team.

. We Cr‘ééted Among Us: A Team of Women Scholars

g  come into being in the course of a continuing dialogue.
A world may ) i Maxine Greene (1995, p. 196)

We met often as a team, sometimes once a month, sometimes more and
sometimes less. Encumbered by limitations on privacy,. freedom, Cf)ntact, fmd
tizﬁe, we are as profoundly moved by our shared capacity and desire to Fhmb
over the walls that separate and carve a small delicatg space of trust, reciproc-
ity, and' the ability to argue respectfull)i about what is important to study, to

old quietly among ourselves. .

Sp?a%; ?}rllii't;;gcé'f;‘ crit?’cal inq%liry, we walled across barbed wires.outsllde
the windows and inside the room, through our racialized and clgssed histories,
between biographies filled with too much yiolencg and 1.30.0 little hope ang
biographies lined with too much privilege and too 11tt1e“cr1t1q.ue. W? engage ’
in what Paulo Freire (1982) would call “dialogue,” a “relation (?[ empathy
between two ‘poles’ who are engaged in a joint search” (p. 45): Frf:n-e deployeﬁ
dialogue in an effort to provoke critical consciousn(.ess or conscientizacao, whic

“always submits ... causality to analysis; whatils true toda}f may not be s}(z
tomorrow” (p. 44). Freire sought to create educational spaces, inour cas:a bot 1
a community of learners and a community of resear?hers, 11: which . fggts”
were submitted to analysis, “causes” reconsidered, and, 1.ndeed, responsibility

reconceived in critical biographic, political, and historical context. The t?lsk,
then, was not merely to educate us all to “what is,” but tfo pr(?vol(fa anal)‘r‘s,ls of
“what has been” and release, as Greene would invite, our imagination for “what

could be.” . . ) .
As one of the inmate researchers, Missy, explained, “I look at this research

" project as a way of giving back, motivating and hopefully helping the program

and the participants, and even the researchers—I want them to hol?ef'ul]y have
a different outlook on what education means in prisons. I'm hoping that we
reach a younger generation. To pass on our stories. . ..

And Yet: Between Us Inside and Out

This space of radical openness is a margin—a profound edge. ‘Locating
oneself there is difficult yet necessary. It is not a “safe” place. One is always

i ds a community.
et rislc. One needs & co bell hooks (1984, p. 149)

We are, at once, a team of semifictional cohererice, and, on t.he grou.nd, a
group of women living very different lives, defined in par1.: by blog‘raphles. of
class, race, and ethnic differences. Half of us go home Iflt night; ha.If of us live
in the prison. Many of us bring personal histories of violence against women
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to our wo‘rk, and all of ug worry about violence against, and sometimes b

women. S{)ﬂ]e of us have long-standing experience in social movements Fg:
socn.ﬂ Justlc.e; others barely survived on the outside. Some of us are WhiteI
Jew1sh,. Latina, Caribbean Afirican American, some mixed. Most of us are from’
the mainland of this country, a few born outside the borders of the United
States. The most obvious divide among us is that between [ree and imprisoned
bu{; Fhe ather tattoos and sears on our souls weave through our worlk worries’
wntmgs, and our many communities. Usually these differences ei]rich us1
Sometimes they distinguish us. At moments they separate us. We understan&
ourselves to carry knowledge and consciousness that are, at once, determined
by where we come from and shaped by who we choose to be (He;rdin 1983;
Hartsock, 1983; Jaggar, 1983; Smith, 1987). s ’

Pamela Smart, inmate researcher, wrote,

Most Fesear.ch On prisons is conducted by outside investigators. However
there is an incredible source of skills right inside these walls. Inmate 1'e-,
scarchers can establish a comfort zone with interviewees that, many outside
rese?rchers cannot. Because a lot of people in prison are less trusting of
outslqers, they may not be entirely forthcoming with their responses H%w—
ever, lqmate researchers, by the nature of their statuses as inmatés are
uﬂ,.en viewed by participants as more trustworthy. Just because I ar,n in
prison does not negate the fact that I am also a competent researcher, Usin
prxsoner§ as researchers is a valuable experience that is beneficial l‘bo bot}%r
the participants in the study and the readers of the results.

Questions_of Design: How Participation Shifted Our
Questions, Methods, Analyses, and Writings

We offer next a series of key methodological, ethical, and theoretical decisions
we, as a team, made within the prison project and try to articulate what
dilfercnce the participatory design made with respect to the questions we asked
the methods we used, the sample we selected, the procedures we undertook thé
analyses we generated, and the writings we produced., 7

CrisaTiNG THE CONDITIONS FOR CorraBoraTION: THE UND g
Gravuare SEmINARS. With the wisdom of C. Wright Mills (I%RS%R)AZKZI\T;;;EZ
Fm.]on (1967) and buoyed by the commitments of participatory researchers
before us, we began our work with an understanding that full participation of
all researchers requires common and complementary skills, understandings
tr.ust, and respect. Artificial collaboration would have been ee;sy to accomplisgh’
Slmply having women in prison around the table would have been an exercisé
in what‘Na'n.cy Fraser (1990) recognizes as the bourgeois version of a public
sphere: inviting political unequals to the table and calling that democracy. A
number of the women from inside the prison were already published (Boud'in
1993;. Clark, 1995), but most were not, Thus, from the start, we committed tc;
worlking through questions of power, trust, and skill by offering a set of courses
on research methods within the prison facility, an undergraduate course and
agraduate-level seminar. In the undergraduate course, students were assigned
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a final .project in which they would have to generate a specific question of
personal interest under the larger umbreila question, “How does college impact
the women in the facility, the prison| environment and the women/children

.postrelease?” Once questions were formed and reformed, each inmate inter-

viewed at least five other women abo‘ut her question, analyzed, interpreted,
and wrote up her results. : |

What was profound about this experience—a simple exercise in building
a cadre of inmate researchers—was th;at the women came to see their personal
experiences as fundamentally social| and political. And they acquired re-
search experience. i

In the graduate seminar, the same kinds of social scaffolding occurred.
Personal problems of “having a crazy néighbor who screams all night” unraveled
crucial analyses of the politics of menta] health and prisons. An off-hand remark

‘about the proliferation of gangs in women’s prisons sparked a rich theoretical

discussion of the power of college and other programs to create intellectual
and political spaces for personal and community engagement.

Thus, a crucial feature of p'articipa‘tory work is the building of a community
of researchers—this means shared skills, respect, trust, and common language.

This does not mean, however, consensus.

CREATING SPACE TOR DISSENT AND INSIDER KNOWLEDGE. As indigeneous re-
searchers (Smith, 1999y and participatory action researchers have long recog-
nized, insiders carry knowledge, critique, and a line of vision that is not auto-
matically accessible to outsiders (_Park:, Brydon-Miller, Hall, & Jackson, 1993;
QSE, 2000). There were three ways in which insider knowledge profoundly
moved this project. First, prison staff and administrators, as well as inmates,
simply know thirigs that outsiders do not—formal and informal procedures,
lines of authority, practices and their consequences, for instance. Second, insid-
ers understand the profound connections between discrete features of a commu-
nity that outsiders might_erroneousb} see as separate and divisible. Under-
standing life at the intersections, as Kimberle Crenshaw (1995) has so

- beautifully articulated, is critical to the sustenance of an organization and can

be perversely misunderstood by researchers who work to extract “variables”
from the tightly woven fabrics of organizational life. Third, these insiders
understand the power and politics of privilege, privacy, surveillance, and vul-
nerability. |

PRrIvVACY, VULNERABILITY, AND SURVEILLANCE. Women living in prison have
little privacy. Layering a participator}:r research project atop of this absence of
privacy seemed problematic to the Graduate Center researchers. In this facil-
ity—one recognized nationally as res‘;pectful, participatory, high on commit-
ments to women’s growth and low on troubles—even here, given the concerns
of security, women’s diaries and books have been searched during our time in
the facility; notes taken away; poetryﬁ destroyed. Questions of where to store
the data, and still provide access to the inmates for analysis and interpretation,
continue to plague us as outsiders. Indeed, at one point one of the inmate
researchers asked the appropriate question about exploitation, “So we just
collect the data with you, and then you get to analyze and interpret it?”

i
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i
It was clear that although all the inside interviews were coconducted
by an inmate and a Graduate Center researcher, that the Graduate Center
1*gsearchers would interview the corrections officers. Some inmates we inter-
viewed wanted to change their nanes for the final report and others demanded

that their original names be kept intact, pointing out that in too many instances
they have been erased from the ou‘tside world. At many moments in our work
we would need a document, a report, or materials from offices around thc:
prison. When an inmate would ask for such information, there might be nervous
caution about giving her requesteddocuments, and yet when one of the Gradu-
ate Center researchers would aski she would more often be told, “Take jt—
return it whenever you finish.” Thése incidents constantly remind,ed us of the

realities of being in a prison and about our denial about prison.

SELF-CENSORSHIP: AN INSIDER'S DILEMMA. An inmate doing research is also
a person trying to survive and to get out of prison. This dual reality is always
present in the mind of the inmate| researcher. As researchers and writers of
the research, we are always looking for truths, or the closest that we perceive
t(? be “true.” As prisoners we are always saying, “Is it safe to say this?” “What
kind of harm(ul consequences might flow from this either for ourselves person-
:a]ly or the program or individuals about whom we are writing?” Self-censoring
is as much a part of being an inma}te researcher as “truth seeking.” »

We worry that writing something negative about the prison or a program
may lead to negative consequencés, removing those of us who are inmate
l’CS?L‘II'ChEl:S from a program, from one living unit to another, far from friends
or increasing pressure around any of the life details of living in prison. As
Inmate researchers, we worry that defining negative truths may create tension
bc.Lween ourselves and the women with whom we live and work. Our relation-
th]pS with our peers are a basis folr survival. We live in a closed community
in which everything is tied together. There is no exit.

‘ All researchers have to make decisions about what to put in or take out
of the rqsgarch. These decisions relate to protecting individuals, protecting
commumtles, or protecting groups or programs within a particular comimunity.
In this sense, insider researchers inla prison are not alone in making choices—
many of these issues have been raised by Tuhiwai Smith (1999) on indigeneous
researchers, feminists of color including Aida Hurtado (1996), hooks (1984)
Beth Richie (19:96?, all working on qxjiestions of gender and sexuality subordina-’
tlop within racialized .communities.; However, operating among these choices
F)f 19mate researchers is a tendency for self-censorship that is almost survival
mstn.wt. Self-censoring comes from tthe instinct of self-protection in a context
that is one of total control over one's day-to-day living conditions day-to-day
worl, and personal freedom. | ’

Issues or Power AMONG THE PAR Team. One of the values of qualitative
research is to challenge the traditiohal power relations between those who do
the research and the object of the research through a participatory process.
But the realities and dynamics of piison, as the social context of this project
also affects the quality of work and t}lie participation of the prisoner researchers’

PARTICIPATORY ACTION RESEARCH - 191

in stated and unstated ways. As prisoners, we are always bounded by roles
and rules of a closed institution. Some argue that we are in prison to be
punished; others argue that we are in prison to be corrected. But in any case,
we are essentially objects that must be controlled. On the other hand, we are
striving to take responsibility for our lives, to become active, responsible sub-
Jects. This conflict of roles and expectations plays itself out in our roles as
researchérs in this project. ) ‘

As the research evolved over time, some of us felt more constraints. Inmate
researchers each had some area of involvement, but we had less knowledge of
the whole. What was our role and how did it differ from the “outsiders™ Toch
{(1967) argued that prisoners can be useful as translators/“bridgers” in the
interviewing and analysis of the data. But what was their relationship to the
larger project, its conclusions and results?

At points some inmate researchers felt cut off from the project. An inmate
researcher explained these feelings as a series of plaguing questions: “Was it
just my imagination? Should I raise this in a meeting? Would I be seen as an
interloper, a troublemaker? Am I stepping over the bounds? Whose bounds?
Who has the power?” Some of these powerissues can be addressed by creating
a process among all the researchers. But another dimension has to do with
the great divide between inside and out; the very physical and practical nature
of our being cut off and limited as prisoners. As inmate researchers, we cannot
meet among ourselves without permission and oversight. We cannot tape-
record interviews. At the end of the day, Graduate Center researchers leave
and we stay. T ' ’

As we moved toward the data analysis stage of the research project, and
each of us took on some writing, a few of us began to articulate some of these
questions and concerns. The research team talked about how to overcome
some of the restraints imposed by time and place. Transcripts of focus group
interviews were brought in, so that the insider researchers could read through
them. This provoked a conversation about how to increase researcher access
to the data without compromising the confidentiality and privacy of the partici-
pants. When two of the outside researchers raised that they were presenting
some of our work ‘at a conference outside, we discussed how Lo include the
insiders’ perspectives and spirits. These discussions went beyond seeking prac-
tical solutions, as we became aware of the dimensionality of time and space,
shaping the contours of our collective efforts. Over time our work as a team,
particularly in the process of analysis and writing, we became a research
team in which the distinctions between insiders and outsiders faded as other

dimensions of our experiences emerged—women, mothers, graduate students,
Spanish-speaking, comfortable with writing, spiritually focused, and so on.
Our team had a life and a spirit, which grew inside our walls; now all of us
together had to figure out how to transcend the walls to communicate what
we had learned together.

As our work moved toward analysis of the data, our roles got fuzzier. Often
the inmate researchers were the ones to caution against romanticizing inmates
or using a highly politicized phrase like “the prison industrial complex,” fearing
that we would alienate our audience. We are not just “insiders,” which denotes
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p]ace‘. Most of us feel acutely responsible for the crimes that brought us here
and for the impact of our actions on others, We truly do feel for the public's
anger about crime and feel responsible to address the legitimacy of that anger
n our work. But it is hard for us to climb out of our own sense of responsibility
to feel entitled to claim a critical voice. Our work with outside researchers’
who brogght their sense of freedom to level clear critiques of social po]icy—sc;
lon.g aS.lt was grounded in the data—stretched our capacities to think the
unimaginable, to be socially responsible and critical.

EMOTIONS AT THE TABLE. The consequences of our work are many, We re-
search and write to document the impact of college on women in prison; to
suppqrt the continuing of a college program that is, as one inmate researci]er
desc.nbed, on “sandy footing”; to encourage other prisons and universities to
cop51de1‘ similar collabprations and to illustrate the power of education in
prison. On a personal level, we write to secure a program of which some of us
are s.tuder.lts, some are staff, and some are board members, These intimate
relationships bring both a passion and fever to the work, as the future of the
program moves between solid and unstable ground. The emotions that flow
ar:f)und this tenuous nature of the program have an impact on our research
ellort as they demand time and space from us, often in our meetings together.
Ina }-e‘st.aarch meeting it is common for us to flip-Aop between hope and despair
possibility and fear as we face the realities of our relationships to the co]legc-,:
program, theresearch, and to each other. These emotions and our commitments
L.o r.ef‘lcxwity in our work at times leave us numb—the result of too many
(ecln.wgs. Sometimes in a research meeling we pause as a research member
dcjtmls the difficulty of registering new students eager Lo start the program
with one or two courses, as she silently fears the program may close before these
students graduate. Other times we deliberately stay clear of‘conversations that
m‘e.too painful, keeping on task as a way to feel control when there is little
available. We wrestle with how to communicate these emotions in our writings
how. to honor their influence without getting derailed. The context and physicai
envn'.()nm‘ent of our research is harsh, noisy, and without privacy, b'y design
We sit, alter all, in a maximum-security prison where half of us are prisoners.
and all of us are human.

_ LQST Bobigs. One of the challenges of participatory work is the coordination
of bodlgs around the research table. People bring outside commitments, unex-
pe;cted illness, and even unexplained absences because of hectic lives. ,At the
prison we have the added challenge of working within the rules, regulations
and limitations set by the facility and the state. Inmate members of our researcﬂ
team have been randomly called out of our meetings by officers and at times
hgve not been given notice about changes in meeting times. As inmates, Bedford
Hills researchers have little control over being called to the doctor, thé visiting
room, or even to a cherished trailer visit with family. One inmate researcher
was tr.ansferred, mid-project, to a facility near the Canadian border, almost
500 miles away, and another inmate researcher has had to focus her energies
instead on issues related to her case. )
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This movement of bodies in and| out of our meetings has meant that, at
points, the research has taken longer| At other moments, the process of updat-

_ing each other has served to keep our articulations of the research clearer and

more focused. In addition, the extra time we have been afforded through this
process has strengthened our sense|of being a true research “team” as our
relationships have grown over time. Each struggle we have individually and
collectively undergone has helped us to better understand each other’s ideas

and theoretical perspectives. Overall, when we sit around the research table

- we pay attention to who is missing, and in this sense the bodies are never

“truly “lost.” Rather, what results is a discussion and writing that is infused

with the bodies, minds, thoughts, andj spirits of the women, coresearchers, who
have come and gone. And though our hearts often ache, our collective work,
without question, is richer for it. }

AubpiENCE. Throughout this projéct, we constantly reminded each other,
whether subtly or overtly, that we I}nust consider our audience. The inmate
researchers, in particular, were extremely cognizant of the public sentiment
regarding crime and regarding prisor;xers in general. We anticipated a hostile,
angry audience bred in times where|popular “tough on crime” attitudes pre-

vailed. Probably because of our awéreness regarding the animosity toward

. prisoners, at times some of the inmate researchers became our own worst

enemies, as their fear fueled a desir¢ for self-censorship. Playing the roles of

devil’s advocates inmate researchers| forecast the concerns and arguments of

those we imagined would challenge our findings. )
Anticipating reaction outside of the prison was often overshadowed by the

" stark reality that both the inmate and graduate center researchers also had

to consider the prison administration’s reaction. As the data collected were
discussed and analyzed, strong opinions formed. Some of us wanted to include

* those opinions as part of our interpretétion ofthe findings. However, the inmate

researchers often reminded the gToui) that, although they might not actually
suffer a typical prison “punishment” }(e.g.; cell confinement, loss of privileges,
etc.), vocalizing strong opposition to some facility policies might result in anger-

~ing the very people who hold power over them. As a result, some voices have

remained silent. The realization of our limitations has made some of us both
disappointed and angry. It is interesting to note, however, that these moments
have seemed to weigh as heavily on the outside researchers as on the inside
researchers. Perhaps the concern of the graduate center researchers results
from the fact that the suppression of any one voice in the symphony of PAR
alters the final composition of the research.

|
QUESTIONS OF GENERALIZABILITY. There were many moments in this work,
particularly in writing up the final repiort (Fine et al., 2001), and even in writing
this chapter, that we sought to understand what is particular to the Bedford
Hills experience of college in prison, but as important, which findings and
dynamics are generalizable to other :contexts. That is often a question asked
of qualitative material —ifthe analysi$ issorich, context-dependent, and partic-

ularized, have we learned anything that.can be taken to other contexts?
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We believe, with respect to both the substance of college in prison and the
praxis of participatory work, theré is much to be generalized. In this project,
as in all other projects with which we are connected, we begin with a commit-

ment to theorize the relations of the part to the whale so that we can ask here . |
and in universities, high schools, community-based organizations, and prisons -

around the nation, “How does education transform young adult lives, biograph-

. I . ol . .
ies and sense of possibility—in prison or out? How does achievement, earning

a diploma, and graduation further‘r affect sense of self and responsibility. to
community? How do mothers returning to college affect children’s academic
well-being? How does college afford social critique and personal responsibility?”

Certainly there are specific features of this prison, with this college at this

moment.in time, that shape the experience and consequences; but there are
also significant dynamics that carry across time and space that may look very
different in rural Minnesota, in a men’s prison, or a community collége on a

Native reservation. But sdme of thé deep complex relations of education, voice,.

and community appear to resonate across very divergent contexts.

Turning to participatory research, we discover that here, too, many of the
issues that have plagued—and defined—our work together are lknotty for any
group of insiders working within an organization. Writing as an insider on
domestic violence in Native commlimities, racism within gay men’s organiza-
tions, sexism in a Black church, exploitation of domestic labor in suburban

White communities, domestic violence within the lesbian community—for each -

of these topics, we have met researchers and practitioners who have self-
censored, worried that the materia] was “too hot” and would be “badly used”
against the community, that the researcher would be shunned, the research
attacked, the story silenced even fnore. In most instances, the researchers
ultimately figured out ways to talk labout the material so that the right ques-
tions of theory, politics, and practice could be opened up. So we place the
concerns of women inmate researchers writing from within prison inside a
broad, ethical community of scholars working on critical issues within the local
webs of organizational and commuﬁity life.

How Do WE EvErR WaLKk Away? A‘s we enter the final stages of the research,
many of us have been filled with the mixed emotions of pride, hope, and sadness. -
There is a shared sense of pride in the success of our collective efforts and the
potential for our work; hope that tHis potential will be fulfilled; and sadness
that to end this project will end ouir ability to meet regularly and therefore
lose our personal relationships and jntellectual intimacy. Again the reality of
working across razor wire and steel bars reminds us of the limitations of our
social positions. 1

How do we continue what is no longer allowed? An inmate researcher,

perhaps in an attempt to move beyond her own feelings of loss, describes the --.. -

oncoming Lransition as “arriving at dessert,” recognizing that once the project
is over we can finally indulge in all thé digressions and tangential conversations
that were put aside because of the time constraints of our rigorous research
agenda. However, the levity of this light-hearted comment lasts only a moment
as we remember that just as we will no longer be able to meet, regularly, the
prison does not allow outsiders to bring in food.
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What's to Be Gained From Participatory Action Research?

We spent much time, as a research collective, discussing .wh.at is to be gained
from PAR. There are, of course, the instrumental gains—insiders knoyv more,
know better, and know more details of how an organization, community, and
indeed a prison operates. Outsiders, in contrast, have the freshl}ess to ask the
aeliberately naive questions (Kvale, 1996) and have the. relative freed'om to
speak a kind of truth to power that may provoke new hne‘s of analysmg We
dance between detachment and engagement. Yet, on reflection, rarely did we
operate as two separate and coherent constituencies. Inste_a.d we grew to be,
over time, a group of women with very distinct and som.e.tlrnes overlapping
commitments, questions, worries, and theqretical and pghtlcal gonFerns.

In prison, as in any institution under external suryelllance, 1n51c%ers k1‘10w
details of daily life, understand the laser-like pene!:r:atlon of external .scrutlny,
and are more likely to refuse to simply romanl.:lmze‘—or pathologlze.———that
which happens within. Indeed, in our collaboratlons. it has b.een the 1nrpate
researchers who recognized that our design needed to 1nclude' dlssentln.g voices,
narratives of critique, perspectives from dropouts. It is entirely possible that
if outsiders, alone, collected the qualitative material we would haYe gathered
material that would have been essentially a sugar-Foated greeting 'card of
praise for the program, collecting discourses of redemption, transformation, et,nd
positive affect, unchallenged and underscrutinized. “Research performal?ces of
the.good student would likely have gone unchallenged. In contrqst,.mmate
researchers are able and willing to say in an interview, “Are you kidding, you
have changed? You just got a ticket. . . .” or identify a correctlor} ofﬁcgr knoyvn
to be ambivalent about or hostile to the college, or arrange an interview with
a recently arrived young woman member of a gang not.yet. ready for coll_efge.
To the question, “Don’t the inmates bias the research design in favor of posmYe
results?” we respond that the inmates, far more than the outsider researche} s,
knew where to gather more problematic material, how to press for cor.n}.)lex'—
not just sugar-coated—responses, and consistently refused to romanticize in-

owerless or as victims. : . .
mat(iirisafe v‘1,-esearchers understand intimately and th'ereby' theorize pro-
foundly the complex interconnections that constitute prison life, both as 1‘n—
mates and as researchers within the facility. Although Graduate Cente_r re-
searchers assumed college to be a “variable” connected to, but relatively
insulated from, other aspects of prison life, the inmates understood the connec-
tions that had to be recognized. Thus, for example, we learned that because
of a recent shift in disciplinary policy in the facili.ty, women can no long?l‘
bring pens out to the yard. Anyone seeking or offeru?g tutoring or hpmewm 1;
assistance on the yard must be denied—or helped with a crayon. With meta

. detectors and sometimes pat-frisking required for women to enter the yard,

the numbers who do go to the yard have diminished. Tutoring, stud}'l groups,

homework assistance in the yard dwindles. A seemingly remote policy has a

profound impact on the college community. Outsiders would never have
essed. o

o PAR may indeed bend toward a kind of “strong obJect}wty, as Sandra

Harding (1983) might say, because we pool our many partial truths toward
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understanding the power of college in prison. But PAR also provides an interior
legacy and power—within the prison—of respect for insider knowledge and
recognition of inmate authority. This research project refuses to speak for
but stretches to speak with. Inmate “subjects” are not exploited or edited by
outsiders, but rather have become part of a hybrid team of women have worked
together with deeply contradictory material to produce an analysis of rigor,
policy, and respect. -

So, to the question, “What’s to be gained from PAR?” we answer that all
research is collaborative and participatory, even though typically, respondents
are given code names and rarely acknowledged as coauthors. More researchers
must acknowledge the coconstruction of knowledge, and that material gathered
from, with, and on any community—including a prison—constitutes a partici-
patory process.

We believe that we have simply—and with enormous effort—-recogmzed

the profound influence of collaboration that is constitutive of research. Insiders -

and outsiders know much, and know much deeply. Between us there is a

powerful coconstruction of critical knowledge about the effects of college-on -

prison life. We consider participatory work simply an acknowledgment of the
strength ol our intellectual and action-based collaboration.
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Balancing the Whole:
Portraiture as Methodology

Jessica Hoffmann Davis

Portraiture in art is a process of representation through which the artist recre-
ates the subject of the image, interpreting nuances of physicality and personal-
ity through artistic elements such as line, color, and composition. This artistic
process results in a tangible imprint of the artist’s understanding of and rela-
tionship with the subject of the portrait. Similarly, the research portrait, a
written narrative, is imprinted with the researcher’s understanding of and
relationship with the individual or site that is represented in the text. Like the
artist, the research portraitist works to balance elements of context, thematic
structure, relationship, and voice into an aesthetic whole that is so carefully
constructed that every part seems an essential ingredient in the clarity of
cohesive interpretation (Lawrence-Lightfoot & Davis, 1997).

As a qualitative research methodology, portraiture is distinguished in part
by this preoccupation with artistic coherence. The quest for coherence, for
balancing a whole, plays a constant role in the researcher’s efforts to construct
a narrative that authentically portrays the central story of the subject or site.
Portraiture is based on a belief in narratives or stories as primary and valid
structures through which personal and professional identities are framed,
sustained, and shared (see, e.g., Bruner, 1996). The narrative in portraiture
is respected as an essential vehicle for meaning making in the life of the
individual or group (Bateson, 1989; Lawrence-Lightfoot, 1994) and in the work
of the attendant researcher. Narratives taken from literature are frequently
used as foils for individual experience and as fodder for the interpretive process
(see, e.g., Gilligan, 1982). In portraiture, however, the interpretive product (the
research portrait) itself embodies artistic and literary elements. Simultane-
ously holding to empirical rigor and to artistic mandates, portraiture partici-
pates in a tradition of forging bridges across social science and art (Lawrence-
Lightfoot & Davis, 1997).

Portraiture may be regarded as embracing ethnographic objectives and

* techniques even as it rewrites both the form and function of traditional case

Material from Davis et al. 1993 quoted by permission of Harvard University, Graduate School
of Education.
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studies. Like exemplary case studies, successful portraits provide detailed and
responsible accounts of individuals or groups. Unlike case studies that focus,
for example, on analyses of strengths and weaknesses, portraiture embraces
the notion of a “good” whole—one that necessarily incorporates challenge and
error even as it functions effectively. Finally, like other recent research tradi-
tions, such as grounded theory (Haig, 1995; Kinach, 1995), portraiture relies
on inductive rather than deductive analysis, the generation rather than testing
of theories, and a humanistic determination to speak through relevant voices,
rather than academic codes, thereby reaching a broader audience.

‘Introduction

The artist stands before her subject confident that, after various conversations '

back and forth, a relationship of trust has been forged. The person whose
portrait is being painted relaxes on the chaise. The artist’s eye moves from
sole of bright blue shoe, to rounded hip, to resting elbow, to melancholy eyes.
What major forms emerge for the artist as central to the figure she is interpre-
ting on canvas? How will she organize these emergent central forms into a
cohesive whole that will make sense to a viewer and seem an apt portrayal to
the subject of the work? Imprinted with the unique style of the artist, the
final portrait does not contain every detail of what the artist sees; but in its
organization of central shapes against a backdrop that illuminates the whole,
the artist somehow captures the essence of the subject. Rising from her chaise
to take in the final work, the subject nods with a look of both surprise and
interest, “Yes,” she says, “I can see that that is me.” -

Far [rom the artist’s studio, on the third floor of Longfellow Hall at the -

Harvard Graduale School of Education, I sit with a small team of researchers.
Together, we are making aesthetic decisions about the context, content, and
structure ol the research portraits that we are constructing. One of the research-
ers shares her progress in organizing her understanding of the site she has
been studying, a community art center in the Fruit Belt section of Buffalo,
New York. After weeks of careful review of contextual documents, field notes,
and interview data, things are coming together. From the language of the
center, as documented in 200 pages of transcriptions, she has identified three
major themes that emerge and seem to authentically organize her interpreta-
tion of the nature of arts learning that is provided at the site. Resonant constit-
uent language has rendered as titles for these themes: “the model of the profes-
sional artist, realistic accessibility, and constant survivor” (Davis, Soep, Remba,
Maira, & Putnoi, 1993).

The artist critiques and revises his selection and portrayal of form through
a lens that is tempered both by his understanding of the particular subject
and his broader knowledge of art and art history. Similarly, this researcher
has tested the selected themes across dimensions deemed relevant through
extensive study of the broader scene of community arts education. She has
created a backdrop as if on the canvas of her portrait, made out of data she
has selected from observation, interview, and close study of written materials.
And this backdrop illuminates her portrayal as surely as the negative space
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on the arlist’s canvas makes its positive ctj)unterpart more vivid. Attending as
the artist does to aesthetic details such a:ls metaphor, vivid description, and
cohesive composition, this research portraitist has created a balancec} whole
that is grounded in rigorous research but accessible to readers i.ncludmg and
transcending the academy. When the dirlectors of the community art center
read what they call the “story” of their center, they let us know, “Yes, we can
see that that is us.” | , . .

In the pages that follow, I hope to shed light on the inner wo.rklngs qf a
research methodology that I view as inherently interdisciphnary., }ntegratmg
rigorous standards of qualitative research ‘iwith the aesthetic qualities of vyorks
of art. In unpacking the elements of this ajpparently seamless process of inter-
pretive description, 1 focus on the rigorous dialectic that Persmts betwefan
process (the triangulation of data through observation, interview, and mateflal
review) and product (the carefully constructed narrative portrayal). The.varlety
of portraiture that I describe draws on tl?e work of Sara Lawrence-nghtfoot
(1983, 1994) and on my own adaptation of her individualistic approach into a
collective endeavor suitable for use by a group of researchers (Davis et al,
1993, 1996; Pruyne et al.', 1998). Lawrence-Lightfoot and I have outlined in
some detail foundations and guidelines for the use of portraiture (Lawrence-
Lightloot & Davis, 1997). But in the limﬂed space of this chaptlcr, I hope to
provide a vivid if condensed account ofthegmethodology in action, 1mplemented
by a group of researchers working together to create research portraits that
resonate with authenticity to readers across disciplines and circumstance.'

This unfolding of the process in actioﬁ is organized around thfa component
parts of the portraiture process: context, group voice, relationship, emergent
themes, and aesthetic whole. I hope throughout my discussion to be able to
make convincing links between the methods of research portraitis:ts and th.e
process of working artists. Perhaps the distance between the art1§t’5 studio
and the research office is shorter than we think and perhaps there is much to
learn from a look in both directions. |

Context

Education, like art, does not happen in ajvacuum. The physical neighborhood
in which schools or art centers work, like tﬁe size and diversity of the community
that is served, are all important elements that contribute from the outside to
the inside of the walls of the site. Artists know well that a change in the shade
or scene selected for the background of the portrait can transform the effe.ct
of the image. Similarly, research portraitists choose well what to include in
an introduction to a portrait to set the stage for what will follow. The palette
from which the researcher constructs aﬁ introduction is made up of selected

|Examples are based on the author’s past work in Project Co-Arts and current \Vf)l‘}i.in.the
Arts in Education Program Portraiture Project. She is grateful for support for these 1mt1a?:1ves
from the Bauman, Cummings, Ford, Dodge, Julian, and Warhol Foundations and from the National
Arts Learning Foundation. |
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pieces ’o.f' inl'ormatipn reviewed carefully with an eye to an understanding of
the environment in which the site finctions.

When I wrote the portrait of the Artists Collective in Hartford, with the k

help of my research team, I immersed myself in newspaper articles, census
reports, annual reports of the center, and other data that would let me know
a‘bout the N.orth End of Hartford ai‘n'd the Collective’s then-home on Clark
Street. Leaving out extraneous details, I tried to provide threads that would
h'elp clari.f'y the details I would share as I wove my interpretation of the educa-
tion pr:owded. For example, the following excerpt from the introduction to the
PLortralt sets the stage for both the Afro-centric art center and the community
1t serves: ‘ ' ' ‘

. P

Judging from the bustle of working people, a visitor might be surprised to
learn how hard hit financially Hartford has been in recent years or the high
percentage of Hartford’s residents who are actually unemployed. Judging
from the predominance of white pedestrians downtown, a visitor might also
hAC surprised to know that almost three quarters of Hartford's population is
glther African-American or Latino—many living at or below the paverty
line. The white executives who crowd the street by day leave the city for
the suburbs at night, and the African-American and Latino residents main-
Lnin- their respective places in the North and South Ends of Hartford. The
molto.ps of the small two and three-decker homes of the largely African-
American community of the North End are visible from the upper floors of
the downtown buildings. It is difficult to convince a cab driver to take a fare
there; hut the North End is an easy walk from downtown: (Davis et al,

1993, p. 14) - ' ’ ’

_ The process of creating a research portrait of a site begins a long time

l?clorc the site is visited. Studying relevant written materials provides a context
Io.r the researcher’s encounter with a $ite and provides a respectful familiarity
w1§h the place that will positively affect the relationship with constituents.
Thls preparation also provides a cachet of data from which to draw not only
for the context that is provided at the start of the portrait (what fellow resecarch-
ers and I have entitled the “outside ;in”) but also on the contextual threads
that will be woven throughout. Contextual elements ranging from the neighbor-
]l(')Od in which the site is located to the details of a room in which a moment
fﬁ teaching and learning is described shed different and important hues on the
individuals, and action, and the increésing clarity of the portrayal.
o In the following contextual description, the reader moves from outside to
msTde the center and experiences the setting of the Artists Collective as a
series of selected details that reflect priorities of the education and community
promoted at the site: ;

From outside to in, the change in atmosphere is as dramatic as the change.

experignced crossing “the line” into the North End. Opening the double
doors into the main floor’s hallway, eyes are drawn upwards to the colorful
banners hung from the ceiling in rows of three. Neatly hung posters line
the hallways. Some announce performances by noted black artists, others
advocate a drug free America: “Drugs don’t care about you; connect with

PORTRAITURE AS METHODOLOGY 203

people who do.” On the tops of skirted tables lie well ordered stacks of {ree
brochures: “Cocainc/erack, The Big Lie”; “Thinking about Drugs? Think
about this." There are brochures that announce local arts events, tours of
West Africa, and programs to help you, “if someone close, has a problem
with alcohol or other drugs.” An order form for a new publication announces,
“Finally, a guide for the unique issues facing black parents: Different and
Wonderful, Raising Black Children in a Race-Conscious Society.” (Davis et
al., 1993, p. 3)

Against this level of carefully described internal physical context, the
interactions of constituents is illuminated and made sensible both from a visual
and pedagogical perspective. We see the colorful banners and posters that
densely line the walls and we understand that a large emphasis is being placed
at this site on building community and keeping children away from drugs.

Throughout the text, references to contextual details gathered from numer-
ous relevant sources (field notes, documents collected before and throughout
a site visit, information gleaned in interview settings) ground both the observa-
tions and interpretation of the portraitist. In setting the stage for a dance class
in which well-known New York choreographer Aca Lee Thompson is working
with young dancers, I include as background physical detail that provides
context for the scene. The selection of this detail highlights the contributions
that persist in which world-class artists link up with a tiny but powerful center
for arts learning:

Overhcad against the classroom wall above a wall-wide mirror is a mural
painted by the late renowned artist Keith Haring. Outlined in black on a
white ground, the dancing figures are characteristic of Haring’s familiar
style: a cross between Aztec/Egyptian/primitive and modern/media/cartoon.
Haring was visiting Harlford’s Wadsworth Athenaeum one day and Ms.
McLean says, “It was such a nice day; he came on a Saturday. He left this
with us.” Haring’s mural art adorns city and subway walls in New York
Cily and a wall in this classroom in Hartford, Connecticut. The juxtaposition
of world class art and minimally renovated classrooms exemplifies the
achievement of the Oasis on Clark Street. An independent arts space expert
contracted in 1986 observed, “This is a very successlul organization in a
very makeshift facility.” (Davis et al., 1993, p. 23)

As in a painted portrait in which favorite objects of the subject may be
included, contextual details help the reader see and understand the action and
structure at the portrayed site. The various kinds of contextual elements that
inform a research portrait fall into the categories of (a) physical context, clarify-
ing detail that sets the stage like the skyscrapers and sidewalks of Hartford
or the Herring mural described earlier; (b) personal context as detail that
clarifies an understanding of individuals and interactions from details of ap-
pearance to life stories that inform the portrait; and (c) historical context, data
that places the here and now portrait within the continuum of the individual
site’s journey from past to future. Examples of personal and historical context
can be found in the following excerpts, describing the founders and directors
of the Artists Collective:
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Dollie McLean is a petite woman of African/Caribbean origin whose former
life as a dancer and actress is imprinted on her straight posture and graceful
* gait. Her hair, edged with blonde highlights, is pulled straight back off her
fuce and tightly drawn above her head into an upright ponytail wrapped
in fabric. Her high style appearance would seem to reflect her New York
City roots.

Jackie McLean also strikes an urbane New York image. He is dressed for
an interview in an elegant dark suit with a floral print tie in purples and
greens. His gold watch, bracelet, and rings echo “show biz,” “big city,” “New
York.” Alight-complexioned African-American, Jackie McLean sports a goa-
lee and his feathery brown hair is laced with threads of gray. Mr. McLean
describes his wife's shopping days on New York’s Orchard Street: “ . . . and
Dollie’s shopping was always more looking and thinking about something
a long time. She is very frugal. She runs the Artists Collective the same
wuy which is why we never had a deficit.” (Funding cuts in the last year
lmve resulted in the Collective’s first deficit.) (Davis et al., 1993, p. 17)

Providing personal context as visual description seems always the hardest
challenge for research portraitists. What sort of physical detail is appropriate
.to include?‘How much should be left out of the scene? When personal contextual
information is included superficially, it reads as if it were an intrusion rather
than an integral part of the portrait. To just tell the reader that the individual
speaking has red hair informs very little. Personal and historical contextual
details, like all the elements the portraitist is balancing, are carefully chosen
to inform, clarify, and enrich (rather than decorate) the written account and
the reader’s consequent understanding.

In the example just given, selected details in description of the McLeans
cnable the reader to-visualize these two individuals. Moreover, they help to
contextualize them against the backdrop of the story of their New York roots,
a thread that informs the narrative throughout. The McLeans’s connections
with New York enable them to bring top-notch professional artists into the
Co]lectivc. But the New York connection also emerges as a dissonant thread

in the lension that persists on the part of community members who mistrust
individuals coming from New York to help adolescents in Hartford’s North
End. Later in the portrait we hear that

Jackie McLean recognizes the tension within the community and voices
their sentiment: “Who do they think they are coming in here to help us?
We coulda’ done it!” He says, “When 1 get them all together, I say, " Why
didn’t you do it? You didn’t do it, so stop talking about it. We did it.” " (Davis
ct al., 1993, p. 48)

Similarly, when we first meet the McLeans, physically and personally, we
encounter relevant contextual historical data introduced even in the small
det.ail of Dollie’s frugality. Dollie’s shopping encounters become important his-
torical context, useful to include in the portrait, because they set the stage for
her careful financial management of the center.

Issues of what to include or leave out persist throughout the writing of
the portrait and the data collecting that informs that process. Just as our
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portrait painter is leaving out extraneousj visual information and focusing on
highlighting particular elements in her painting, the research portraitist is
“testing” information and its relevance to the understanding and portrayal of
a cohesive interpretation of the subject or site. A description of personal sacrifice
adds important perspective to an understanding of the founder’s motivation.

The move from New York City to Hartford in 1970 was not an easy one for
Dollie McLean. It came at a time when her children had reached the age
where she could spend a little more time paying attention to what she
wanted to do. Although she had given up dance, she had continued to attend
weekly dance classes to keep in shape and, as a propitious head start for
the acting career to which she had long aspired, she was accepted as an
actress in New York's Negro Ensemble Company.

But Jackie McLean’s two and then three day weekly trips to Hartford
to teach a few music courses at the University of Hartford’s Hartt School
of Music were growing as they would into a full time position as professor,
founder, and chair of the African-American Music Department Jazz Degree
Program in 1973. “By 1969,” Mr. McLean tells the story, “it looked like most
of my work was going to be not in New York City but here in Hartford. I
began to talk to Dollie very carefuIly about moving. . . . "(Davis et al., 1993,
p. 17)

Group Voice

No matter how realistic in detail (suggesting objective or photographic repre-
sentation) an artist’s portrait may be, the individualism of the artist is indelibly
imprinted on the work. We see in the work of the famous portraitist John
Singer Sargent, for example, a stylistic f,one that suggests a level of comfort
with Boston’s elite. The trappings and furnishings of the rich from jewelry to
china to ornate costumes are not accentuated in his worlk—they present almost
as expected givens in the settings portrayed. We are not surprised to learn
that Sargent sat at table with members of the society he portrayed, devoted
patrons such as the wealthy Boston icon Isabella Stewart Gardner. Beyond
the ease in presentation we may sense behind the brush strokes, in the brush
stokes themselves, there is a distinctive style. Those familiar with paintings
will be able to note without the benefit of a label, “That’s by Sargent of course.”
Similarly, in a research portrait, the voice of the researcher is imprinted on
the rapport with the research participant, the language used in portrayal, and
even on the particular details that are chosen to be included in a work.

For example, if I were to visit and portray the community art center Plaza
de la Raza in Los Angeles, many elements of the scene would be unfamiliar
to me. Dias de los Muertos (Day of the Dead) might, for me, be especially
intriguing. But when our Mexican portrait researcher visited the center and
wrote about the holiday as if it were a given, she had to be reminded that a
reader like me might not know about it as she did. This researcher was bilingual
and was able therefore to achieve a more nuanced understanding of many of
the aspects of the center’s effectiveness! We decided that because her voice
was bilingual, the researcher should share that perspective with the reader.
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Anéxample of this literally bilingual approach to portraitist voice can be found
in this brief bul representative moment {rom her portrait:

Speaking in Spanish, the migajén (bread dough sculpture) instructor, Ofelia
Sdnchez, tells the story of a!73 year old woman who came from Argentina
to the United States to live with her daughter, but her daughter always left
her at home alone. The oldér woman constantly said that she wanted to
die, “jAy, Dios mio! ;Porqué no me recoges? Yo ya no mds no sirvo para
nada.” (Oh, My God! Why don’t you bring me to you? I am no longer of any

- use). According to Sdnchez, after Joining the migajén class, this woman said
that her daughter's absences no longer bothered her. Indeed, she wanted
her daughter to leave so that she could have more time to make flowers,
- “{Ay Diosito! jNo te vayas a creer que te dije que me llevaras, si tengo que
hacer muchas flores todavial” (Oh My God!, disregard what I said to you
carlierabout bringing me to you.Istill have many flowers to make!). (Remba
in Davis et al.,, 1996, p. 147)

Different individuals bring different backgrounds and understandings that
have an impact on what they see, hear, and make sense of in any sett'ing. An
experienced artist visiting a community art center would ask different ques-
tions of a print.-maker than a researcher who had never seen a printing press.
On'a very basic level, voice is what makes individual researchers see what
they see and include or leave out what they choose to in a portrait. Voice
necessarily affects observation, understanding, and reportage. Beyond individ-
ual perspectives, however, both individuals and groups of researchers working
collectively on a set of portraits need a set of foundations and constraints with
which responsibly to focus their ultimately indelible individual voices. How is
that achieved? - ;

The study to which I refer throughout these pages (Davis, 1994; Davis et
al., 1993, 1996) had as its research question “What does educational effective-
ness look like in community art centers in economically disadvantaged commu-
nities?” A frequent misconception about portraiture is that it is not driven by
a research question; that it is instead some kind of comprehensive interpreta-
tion of a subject or site. All research begins with a question and the best
research begins with a question to which we don’t know the answer (Curtis,
personal communication, 1989). Like any research initiative, portraiture is
grounded in one or more questions, and the data gathering, from selection of
relevant written materials for study to the establishment of an interview proto-
col, is informed by that question. .

Researchers (individuals or groups) embarking on a portrait need to do
some sort of preliminary study such as a literature review as a preparatory
step. Project Co-Arts, for example, begén with a full-scale national study explor-
ing what counted as “educational efféctiveness” in the field of community art
centers. The preliminary study included a review of articles from and on the
field, reviews of descriptive materials from more than 300 centers, in-depth
telephone interviews with educational directors at more than 100 centers, and
on-site visits to 32 centers (Davis, 1994). This research into the general scene
provided a context for our selection ofiparticular portraiture sites and a tenor
of expertise for our collective researcher voice, Knowledge of the broader field
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links the individual example -and context to the more universal scene gnd
context. That knowledge informs the researcher’s voice and, through that voice, .
the ways in which the narrative will be framed. , . 7 .
When a research team sets forth, as we did, to do one or a series of portraits,
it will very consciously work to establish some versif)n of what I ha.ve called _
“group voice” (Davis et al., 1993, 1996; Lawrence-Lightfoot & Davis, 1997).
Group voice is simply the agreed on parameters that lend harmon).r and Fohgr-
ence to the individual voices of team researchers as they'me.e‘F various sites in
their portraiture research. Group voice does not replace individual voice, even
when a research team decides to remove the “I” or “we” ~from.the portraya-l—
to write the portraits in the third-person. Individual voice will al‘ways g«.nde
vision, understanding, and choice as described earlier. But group voice provides .
shared constraints that ground the individual forays.; and ensures that ‘t}}ey
will all provide links between portrayal of individual sites and a broader v15‘10n
field. .
o thIen creating a group voice, researchers may begin by identi.fymg what we
call “relevant dimensions” with which to guide their study. My v1ewuof relevant
dimensions is similar to what Lawrence-Lightfoot has called the preoccupa-
tions” of the researcher as “her disciplinary background, her theoretical per-
spectives, her intellectual interests, and her understanding of. the r'elevant
literature” (Lawrence-Lightfoot & Davis, 1997, p. 93). Relevant dimensions are
the salient areas of study identified by preliminary }research a.nd consequent
researcher expertise. The dimensions not only frame the po.rtra.lt,. they connect
the subject or site of the portrait to the broader field of which it is a represen-
tative. y
Accordingly, our large-scale preliminary study of a few hundred c<‘Jmmu.mLy
art centers (as described earlier) helped us to identify four releyant dlmens'lons
within and across which educational effectiveness (a%s detgrmmed by the field)
in these settings seemed Lo occur. Those relevant dimensions were

1. Community: The community that the centgr serves;

2. Teaching and learning: The overall educational philosophy;

3. Administration: The organizational structure of the ‘ce‘nter; f'md -

4. Journey: The overall history of the center from its origins to its vision

of itself in the future.

These dimensions would guide our research in various impor.tant ways.
From the start we would be sure, when collecting written materlals from a
portrait site, that we had data that informed our understanding qf theselz areas
of preoccupation. Appropriate materials might include., for each dlmen§10n, (a)
letters from or articles about the community (commum'ty); (b) teacher journals
or written descriptions of curricula (teaching and learning); (c) documents that
had to do with funding or leadership (administration); and (d). documents suf:h
as annual reports over a series of years that included the history of the site
or five-year plans that contained visions for tk{e future (]ourney). . .

Similarly, our interview protocol was gjulded by these dlmenSlOIl}S(. or
example, to inform the dimension of community, a question we would as vyasz
“Can you tell me about the community you serve?” For teaching and learning:
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“Can you tell me what counts as success in your classroom?” For administration:
“Who is in charge here? What can you tell me about the leadership of the
place?” For journey: “Can you tell me about the history of the place and where
you see it going in the next five years?” And for all constituents: “What would
you Lell someone on the other side of the country who wanted to start a place
like Lhis? What makes this place so special?”

Individual researchers can formalize their grounded preoccupations as
relevant dimensions with which to achieve a similar focusing of their portrai-
ture work. For example, a student writing a portrait on a community school
of music was particularly interested in self-image as an artist and its impact
on adolescent development. In her preliminary review of pertinent psychologi-
cal and sociological research, she identified four relevant dimensions that were
associated with self-image as an artist. She incorporated these dimensions into
‘her individual portraiture voice as mentorship: master/apprentice relation-
ships; family: familial support; flow: commitment to optimal experience; and
performance: affecting the formation of identity (see Powell, 1995).

For individual researchers, the determination and application of relevant
dimensions lends a certain integrity to individual voice. For a research team,
relevant dimensions provide a common frame—a group voice that is grounded
in broader research—a unified disposition to the individual perspectives repre-
sented and valued on a research team. Of importance, relevant dimensions
are brought into the site by the portraitist—informing the voice through which
the narrative will be told. While focusing data collection, relevant dimensions
pravide an instrument through which themes may emerge from the site and
a sounding board against which the resonance of emergent themes may be
tested, as described in a later section.

A group of researchers working together on individual portraits benefit
from regular team meetings at which developing ideas can be shared, individual
questions addressed, and group voice continuously refined and agreed on. Al-

" though it is always most practical to have one writer or senior writer for each
portrait, subsets of the research team can work together as we did in the Co-
Arts work, visiting sites in pairs, expanding the reach of the portrait writer
both in data collection and affirmation of observations (Davis et al., 1993, 1996).
Typically, a pair of researchers on site will meet at the end of each day to share
notes and congider such process issues as to what extent relevant dimensions
have been thoroughly explored, what themes may be emerging to be “listened
for” the next day, and how the relationship with the site is developing. On one
project (Pruyne et al., 1998), six researchers collected data separately, met
regularly around these issues, and wrote different sections of one shared por-
trait. In current worl, individual researchers are data collecting and working
on their own. But in all these settings, the team’s work is linked by group voice
and grounded by group meetings that serve as sounding boards for developing
ideas and an arena in which concerns and directions are reviewed.

One important protocol determined at such meetings concerns attitudes
and personal presentation for group members entering a site and forging a
relationship. “Never be late.” “Be a listener and learner.” “Dress for each visit
as an honored and honoring guest.” Such “nuts and bolts” decisions about
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entering a site, as micro as they may seem, help set the stage for generative
relationships and a team standard across all site visits by the research team.

Relationship

Artist and subject reflect on the work together. As the model expresses her
pleasure and interest in the portrayal that she is reviewing, she is measured
with her language. Understanding the txme and intensity the artist has put
into the work, she is grateful to see that she recognizes herself in the portrayal
and can celebrate what she had not ant1c1pated “T look sad in this image. Is :
that what you saw?” “I believe what you have painted is an expression of me.”
The artist has been measured in her portrayal of the sadness she sees, careful
to link it to the comfort of the chaise—careful not to turn the image into a
treatise on sadness rather than a portrayal of the individual subject she has .
come to know well from days of looking, painting, and relationship building.
“This image is about you,” the artist shéres “but it is my vision of you, so it
is part yours and part mine.” Through this sharing—the model’s hours: of
sitting, the artist’s concentration on the figure before her—a relationship of
trust has been forged. “You may look and see because I know that you will not
betray me in your expression of your vision.’

“Do no harm” is the researcher’s mandate. In the telling of a story, a story
that through the telling is no longer just that of the site or subject, the re-
searcher holds to that mandate. In entering the site, the researcher has initi-
ated a respectful relationship simply by qtudymg carefully contextual materials
about the site. “There’s that picture of Jackie McLean,” T comment as I enter -
thie halls of the Artists Collective. “I read about it in an article about the center
and am excited to see it for myself.” Constituents realize that the researcher
is earnest in his or her interest and haé spent some time preparing for the
visit. In the tone of questions, in the attentlon given to listening and observing
carefully, to the expectation of goodness rather than a search for the problem,
the researcher is building a positive relationship. This relationship will scaffold
the time spent in on-site observation and discourse and demonstrate through-
out the visit that there is mutual respect and a level of trust that will not be
violated. Beyond that, relationship guides what will or will not be included in
a portrait as the researcher determines protectlvely what information illumi-
nates and what intrudes.

In our group portraits, this relatlonshlp is prioritized from first contact
made with the site to last. In initial contact, we demonstrate our preparation
for a visit we care about—through informed and respectful interaction—and
in the final portrait, we demonstrate our dedlcatlon to doing no harm-—through
carefully monitored portrayal. Indeed, before a portrait is read by anyone
beyond the research team and the constituents at the site, a final draft is
shared with research participants so that they can review it in detail. They
let us know what, if any, erroneous information we may have included and
where, if any place, we may have inadvertently offended.
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It is interesting to note that at this juncture in the work, my repecated
experience has been that we can never accurately anticipate what we have
included that might offend and what will cause no distress. Invariably in the
portraits we have produced in various projects, we have been surprised by
what aspects of the text caused disagreement. One participant reports, “The
‘researchers say my smock was batik. Il hate batik clothes and would never
wear them. That smock was handpainted by me and my granddaughter.” A
change is respectfully inserted. When asked whether the financial distress of
the site is treated with a level hand, the surprising response, “Actually it felt
to me as if you ‘sugar-coated’ our pain. [t was much worse than you describe”
(Davis et al., 1996).

The construction of an authentlc mterpretatlon—one that is affirmed by
the site as well as by the researchers—results from a redefinition of the bound-
aries that traditionally separate insider from outsider knowledge. A trusting
relationship between research participant and researcher allows for the co-
constructing of a story that belongs to and honors them both. Furthermore,
that relationship extends beyond the limits of the portrait. It is not uncommon
for constituents at a site to stay in touch with a portraitist, to call long after
the rescarch portrait is completed to share some news that is assumed of
interest to the researcher.

At a gathering at the White House in 1996, Hllary Rodham Clinton was
honoring the work of community arts educators and the publication of the
President’s Committee Report on programs like the Artists Collective that
serve youth who have been placed at risk (Weitz, 1996). As Dollie McLean and
I wound up the marble stairwell to the reception area, I was taking the scene
in—the clegance, the gorgeous portraits, the famous guests. Dollie took my
arm and leaned in close, “Let me tell you about the new meals project we're
starting at the Collective. We want to focus on manners and the art of listening
at the table. . . .” It had been three years since the portrait had been completed.

Relationshipis developed and cultivated in every element of the portraiture
process, but in the interaction that is essential to interview, its significance is
clear. For example, in training for such back and forth, the group of researchers
role-plays the technique of writing down key words that are spoken by the
interviewee. These brief notations help guide additional questions and confirm,
in the researcher’s repetition of these words, a listening and attentive attitude.
Empowering research techniques (Mishler, 1991) scaffold the exchange and
assure the respondent that the researcher really cares about the answers and
the integrity of the story being told.

In our portraiture initiative, after Lawrence-Lightfoot (1983), we set out
to study goodness. This expectation of gpodness, as opposed to a deficit model
based on the identification of problems, sets a tone for relationship that is
positive and trusting. Sites like those we studied in the Project Co-Arts/Safe
Havens study (1993) are accustomed to having evaluators come and assess
their practice. It talees time to assure these constituents that evaluation is not
our mandate. In recognizing goodness, challenges are assumed as part of the
process not identified as signs of a problem, and a positive perspective is
promised and maintained. This approach, coupled with the displayed apprecia-
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tion of a supplicant learner gratefully welcomed to a site, set the stage for a
relationship marked by trust. As with all features of portraiture, that relation-
ship informs the data-collecting process as well as the creation of the final
narrative.

Emergent Themes

The artist has decided which forms will be highlighted in her portrayal: the
chaise, the resting elbow, and the melancholy eyes of her subject. The chaise
is clearly an organizing force, representing comfort both literally and metaphor-
ically—its rounded edges and restful contours echoing the shape and tone of
its occupant. The resting elbow, punctuating the subject’s contact with and
reliance on the chaise—and the melancholy eyes, taking restful comfort a step
further to the edge of sorrow. Rounded drooping lines embody these resonant
themes: comfort, contact, and sadness. These themes resonate throughout the
lines and textures in the image and also offer coherence to.the- portralt’
portrayal.

Back at the research table, the research team is cansidering the coherence
that is offered by the three major themes that have emerged at the Artists
Collective in Hartford: family, safe haven, and the process of becoming some-
body (Davis et al., 1993). Having demonstrated the resonance of the language
of these themes throughout the repeated refrains heard in interview, voiced
in daily rituals, or used in descriptive written materials, we now “walk” the
theme of “safe haven” through the relevant dimensions that scaffolds the por-
trait team’s work. ; ‘

In terms of teaching and learning, I point out, the center is a safe haven
from the low academic expectations that its African American students face
in schools. In terms ol the community, it is a safe haven as a place full of
celebration of art replete with positive African American role models in a
community in which negative stereotypes abound. In terms of its administra-
tion, it is a safe haven for the artist educators who have joined together as
founders, board members, and faculty to build a program offering alternatives
to urban youth. At the collective, their lives as artists are valued and space is
designated for the pursuit of their talents in various artistic domains. And in
terms of the journey of the center, it echoes the journey of its founder Jackie
McLean, who found a safe haven in music from the drug addiction he was
fighting decades ago in New York. Following the inspiration of that journey,
the founding and future of the center will be dedicated to providing such a safe
haven for its constituents.

Although these examples represent only a portion of resonance within and
across the dimensions—there are many more that unfold in the narrative—
and they serve to illustrate the ways in which the emergent themes, like the
dimensions, are both distinct and porous. Illustrating the theme of safe haven
as perceived by community members and expressed in educational context
by director Dollie McLean, an excerpt from a section of the portrait makes
the point:
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A stall member says of the Collective: “. . . people call this an oasis and it
is beeause |here| people arve not overwhelmed by a culture that feels alien
to them. ...” One parent explains: “They don't observe black history and
holidays in school—just segments of that; we reinforce that at home that
you are capable, that you are no more or less than anybody else. But that
ain’t happening at school.” At the Collective, Ms. McLean says they “lay”
the art “on top of culture and heritage.” She believes, “the origin of many
of the problems we have with our youth is the fact that they’ve been taught

. whether it’s from the school system, television, whatever—that they
come from nothing; they're nobody; they're thieves, they're pimps, all of the
worst things. ...”

The achievements celebrated on the Collective walls proclaim a different
reality and Dollie McLean finds the students “behave quite differently” at
the Collective. She remembers at one of their first open houses (Open House
At The Artists Collective ="OHATAC”): “A teacher came [and saw] the young
man that we had at the door taking donations, or taking names. The teacher
pulled me aside and said, ‘Dollie, do you know who that boy is that you
have sitting at the desk? I said, Yes, that's Marvin and he's one of our star
students,” Marvin was just wonderful with us, but obviously all his school
childhood—it was that thing, he was labeled as a bad kid. So I just think
4 lot has to do with what kids accomplish, you know their own sense of self-
worth.” (Davis et al., 1993, p. 21)

There is something about works of art that makes the representations
they contain not just depiction but valid expression of human experience. It is
the way in which the portrayal of the subject on the chaise in the artist’s
portrait focuses on one woman’s sadness, but speaks of sadness writ large.
There is a similar quality about the interpretation that a research portrait
provides Lthal tells the reader not just about the Artists Collective as an individ-
ual sile but more generally about other sites of this nature in urban centers
around the country. The emergent themes organize the account of experience
and make it comprehensible to the constituents at the site who know it first-
hand as well as to the readers of the portrait who reinterpret the experience
through their reading. ’

Ultimately a series of portraits on the same subject (e.g., community art
centers) can be analyzed through a comparison of emergent themes with an
eye to a clearer vision of a field. In reflecting on emergent themes across
community art centers, we consider whether there are, for example, informative
links between the themes identified for the Molly Olga Center in Buffalo (the
model of the professional artist, realistic accessibility, and constant survivor)
and those of the Artists Collective in Hartford (family, safe haven, and the
process of becoming somebody; Davis et al., 1993). What principles of effective-
ness can be derived from the resonance of themes across sites? In a final
reflective chapter in the Safe Havens collection, I address this question and
derive from such considerations a set of overarching descriptive criteria (see
Davis et al., 1993, pp. 184—-186). These activities demonstrate the way in which
emergent themes organize what we discover internally (within the site) and
offer structures that can be useful to external consideration (from the perspec-
tive of the field). In this way, portraiture functions as inductive reasoning and
generates theory that can inform broader understanding.
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Summarizing the process, in end-of-day on-site reflection and in consulta-
tion with coresearchers, portraitists record their developing ideas and evidence
for emergent themes and consider, as I have described, their aptness. Reflecting
in this way at regular junctures throughout the site visit allows the portraitist
to maintain an ongoing rapport with both the process (the. collection of data)
and the product (the portrait), both of which, as the interpretation comes
together, are organized around emergent themes.

After the site visit, in the ongoing analysis of data, emergent themes are
implemented in a new way, as structuires for coding and triangulating data
from a number of sources. But even in this stage of the data analysis, the
portraitist, like the artist reflecting on process, is ready to change. A researcher
working on a recent portrait of the Boston Arts Academy wrote a first draft of
a section of the portrait around the theme of “passion and satisfaction”—an
expression he heard frequently in his time at the school. But in reading the’
draft, it was clear that constituent language throughout the data sorted under
the title of this theme repeatedly addressed the issue of, in.constituent lan-
guage, “meeting challenge.” Indeed, reviewing his transcription data with an
eye to relevant dimensions, it was “meeting challenge” that seemed more apt
for the naming of this theme and for the structuring of his portrait.

From data collection (triangulated 'around material review, site observa-
tion, and in-depth interview) to the final stages of writing the portrait, then,
the emergent themes taken together structure the researcher’s interpretation
as an aesthetic whole. The presentation of emergent themes and the interrela-
tionships among them illuminates the structure of both the site and the por-
trait—the parts of the interpretation and their necessity to a view of the whole.

Aesthetic Whole

The artist looks at her painting and at her subject. At first the gaze is from
subject to portrait and portrait to subject in almost rapid and rhythmic motion.
But after a while attention is focused on the canvas. Does everything fit? Does
this look right? When the artist decides a work is done—when it is complete
and “right”—may be the most important decision of the ongoing process. In
reaching this decision, the visual artist plays the role of producer and perceiver
all at once, considering the work as fulfilling her artistic objectives and trying
hard to view it from the eyes of the other who will be making sense of the
image. Does this make sense? Do the parts fit together into a sensible whole?
When the image has reached this level of coherency, the artist will say, “Yes.
That’s right.” At least for now.

In considering as a final methodological element, the most comprehensive
feature of the research methodology of portraiture—the aesthetic whole—we
realize that it has been a beacon in the process from its inception. From selection
of materials to review, from scenarios observed, and interviews staged, the end
in view, the mounting of a coherent interpretation, has been the ballast for
both developing process and product. The portraitist, like the artist, is con-
structing and communicating her understanding for the reconstruction and
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reinterprelation of the reader. This communicative expression of understand-
ing relics on the creation of a balanged composition, a unified whole,

- As psychologist of the arts Rudolf Arnheim put it, “In a balanced composi-
tion, all factors of shape, direction, location, etc. are mutually determined by
each other in such a way that no change seems possible, and the whale assumes
the character of ‘necessity’ in all its parts” (Arnheim, 1966, p- 76). He continues,
“Under conditions of imbalance the artistic statement becomes incomprehensi-
ble” (1974, p. 20). Accordingly, the researcher needs to assemble the respective
parts of the interpretation and to justify the inclusion of each separate entity
in terms of its relation (even as a dissonant refrain} to the congealing whole.
Without unity, without the parts fitting together into an intelligible articula-
tion, there is no communication, no understanding to be shared or found.

At every juncture, the researcher is balancing three areas of judgment:
aesthetic and empirical concerns, the separate parts of the overarching inter-
pretation, and the various'features. of the methodology through which the
interpretation has been attained. Three broad concerns—questions of “how
to”—underscore the numerous queries that have been raised and fuel the
portraitist’s process of composing the narrative: (a) how to fit together what
is included; (b) how to decide what to exclude; and (c) how to know when the
whole is unified.

In addressing these issues, and giving shape to our group voice, our re-
search group was supported in the firlal writing stage by an agreed on schema
for the creation of the overarching aesthetic whole of final team portraits.
Project Co-Arts’ pattern or skeletal framework was called a “generic outline”
(generic in that it could serve all of the separate portraits). It delineated
a plan of action in which each portrait began, as we have discussed, with
an opening scetion Lhat introduced the site in terms of its context or setting
as well as the emergent themes that would structure the aesthetic whole
of the portrait. :

Thereafter, the generic outline calls for individual sections, one for each
emergent theme, in which evidence of the resonance (and dissonance) of the
thenie is included with regard to each of our identified relevant dimensions.
Presenting each theme section as a more linear construction than portraitists
could or would want to achieve (for example, many more than three sources
of evidence and dissonance would appear in a given theme section), the generic
outline specified the following broad brushed pattern:

THEME I (e.g., safe havens)
a. Relevant-Dimension 1 (Teaching and Learning)
i. evidence (e.g., the story of the student not doing well in school who
finds success at the center)
ii. evidence (another resonant example/story/refrain)
iii. evidence (another resonant example/story/refrain)
iv. dissonance (e.g. the parent who resents the cost of education at the
center) L
b. Relevant Dimension 2 (Community)
i. evidence (e.g. the story of the center as a source of celebration of
African-American history)

PORTRAITURE AS METHODOLOGY 215

“ii. evidence (another resonant example/story/refrain)
ili. evidence (another resonant example/story/refrain)
iv. dissonance-(e.g. the mother who is not allowed on the basis- of her
gender to present her daughter in' the Rites _ofPassage ceremony)
c. Ibid. for dimensions 3 (Administration) & 4 (Journey)

For each subsequent theme (3 and 4), the same approximate girders were
suggested. Giving shape to the process of testing eme?gept themes !:)y v]rt.:ue.
of their resonance across dimensions (as described earlier), the gener{c outline
helps to scaffold the researcher’s final process of creating an .aesthef.:lc‘whgle.
Finally, our outline called for a conclusion, a brief retrosp}e'c?:w,e hohs_tu': view
that might be accomplished explicitly through the pf)rtralt%sts reﬂ.ectlon‘or
implicitly through a story that seemed both emblematic an'd 1nte1g'rat1ye. Wn;h
the Artists’ Collective portrait, I used a concert. at the Children’s Museum in
Boston as a synthesizing final event. - s . : :

Researchers use the generic outline specifically to ensure tha‘t they include
stories that exemplify the resonance of themes. across dimensions and that
they balance their examples of evidence thoughtfully thr(?ughout the texf:. But
the outline offers the same sort of structural tool as sorting daty:’a a}cs:ordmg to
dimension and later by theme. Just as it is important ip Fhe writing not to
line evidence up sorted by dimension for each them‘e', it is .m.lportant to vary
literary elements in the text. Context leads the way in 'bal‘al.lc.lng observa.t%ons
of classroom pedagogy with physical details of site and.md1v1dualsl an.d various
direct quotations from constituents. Applying expressive 1angua‘ge, rich mete.l-‘
phor, and vivid descriptions, the research portraltlst,lhke‘a_Sp1derw0man, is
weaving elements into a vibrant multifaceted wh(?le. o

The subject or site itself, then, as it is percen"ed, and understoohd by the
portraitist, is the governing force in the construction of the aesthetic whol‘e.
Patterns or substructures, like the generic outline, are there to be adapt'efi m’
response to the portraitist’s interpretation of tl}e overall gestalt. Portra1t15t§
ongoing considerations of the structural requirements of the final portr.alt
ensure that a view of the whole is guiding the development qf each unfoldTng
part. The weaving together of the parts of the whole exemphﬁeg the ongoing
portraiture dialectic between process and product. It is out of thl.S continuous
weaving that the aesthetic whole is created. . '

Unity is expressed in the methodology of portraiture as surely as in the
research portrait. Just as the close attention to'eaf:}% s.e'parate part of the
portrait is obscured from the reader through the invisibility of seams, so tgo
is the methodology of portraiture, that I have unpacked here part by part, in
the end, a seamless endeavor. Enriched throughout by carefull)f constljucted
context, expressed through theoretically grounded group 'and 1ndefat1ggb1e

individual voice, informed by cautiously guarded relaiflo'nshlps, and organized
into scrupulously selected themes, the researf:h portrait is t'he result 0f"a subtile
synthesis of rigorous procedures that unite in an expressive aesthetic tho he.
Just as the portrait (product) is perceived as one Iumﬁed whole, 80 too is t e
methodology of portraiture (process) performed from start to finish as a uni-

fied endeavor.
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Al the children’s museum:

Jackie McLean has arrived. He is smiling and clapping and speaking back
to the musicians. The sparsity of the crowd has been overwhelmed by the
inlensity and electricity of the audience’s experience. We are yelling and
clapping; we are entirely engaged. Dollie McLean, dressed in white, looks
worried. One of the children is ill; she needs to get him back to Hartford.
As the performance comes to an end, the anncuncer says there will be a
second performance in just a few minutes. The thought that the perforinance
will begin again is almost unbelievable. The intensity and aceuracey of this
work seems impossible to duplicate without even a rest. But in the dressing
room, the energy is uplifting. Even an onlooker can experience what the
Collective mother describes as “the self-esteem and the good feeling you get
after a good performance—that natural high that will encourage you to do
a lot of things. .. .” Tl'se audience has experienced the “high” Cheryl Smith
noted in the prison audiences: “they are high not for one day but they are
high for a year until we return. .. .” It seems possible.

All the Collective family members are there to celebrate the children’s
success, to gather and share in Jackie’s that evening. . .. It seems as if all
the training has been rehearsal for a moment like this. And Dollie McLean
agrees, “Yes, you get to see the finished product . . ." She adds with a smile,
“but it is never finished” (Davis et al., 1993, p. 51)
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| Ethnographic Methods:
Applications From Developmental
| | Cultural Psychology

Peggy J. Miller, Julie A. Hengst, and Su-hua Wang

Ethnographic modes of inquiry have had a long and distinguished history in the
social sciences, especially in anthropology and sociology. Like all interpretive
methods, ethnographic approaches are oriented to the study of meaning, but,
in the case of ethnographic methods, meaning is understood to be structured
by culture—that is, by collectively shared and transmitted symbols, under-
standings, and ways of being. The word ethnography dates from the emergence
of anthropology as a discipline in the late-19th century. Anthropologists coined
the term to describe monograph-length descriptions of people who were ethnoi
or “other” (Erickson, 1986). Intrigued by distant cultures, many of which were
Luropean colonies, they traveled to far-off outposts to see them first-hand.
Ethnographic methods evolved out of these cross-cultural encounters. The goal
was to understand a particular culture on its own terms, to represent the
meaning of actions and institutions from “the native’s point of view” (Malinow-
ski, 1922). In his ground-breaking study of the Trobriand Islanders, Malinowski
combined long-term participant-observation with in-depth interviewing, the
two hallmarks of modern ethnography (Erickson, 1986). Ethnographic methods
remain the privileged mode of inquiry in cultural anthropology and have become
increasingly important in the fields of education and communication.

In psychology, where the prevailing orientation has been positivist, propos-
als for a “second” or “cultural” psychology were part of the intellectual landscape
from its inception as a discipline (Cahan & White, 1992; Jahoda, 1989). Wilhelm
Wundt wrote extensively on cultural psychology and was “captivated by the
ethnographic material he pursued so tirelessly” (Jahoda, 1993, p. 181). Despite
this early history, modern psychology has excluded ethnographic approaches
from its methodological repertoire. Even community psychology, with its com-
mitments to contextual understandings and to collaborative models of research,
has marginalized ethnographic methods (Stewart, 2000).

However, the recent renewal of interest in cultural psychology malkes it
timely to consider the nature of ethnographic methods, given the affinity of
ethnography for problems in cultural psychology. Although psychologists.from
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many corners of the discipline have contributed to recreating a cultural psychol-
ogy (e.g., Bruner, 1990; Cohen, Nisbett, Bowdle, & Schwarz, 1996; Gergen
1985; Markus & Kitayama, 1991), scholars of child development have playeci
a particularly important role, and some have written extensively about ethno-
graphic methods. In addition, there are several traditions of interdisciplinary
study of child development in which ethnographic methods have been privi-
leged. For these reasons, this chapter will draw heavily on developmental
questions to illustrate the assumptions and aims of ethnographic methods.
But before we turn to specific instantiations, it is necessafy to provide
gdditiona] background about the nature of ethnographic methods. First, it is
11'.nportant to stress that ethnographic modes of inquiry do not constitute a
gmgl.e, gniﬁed perspective or set of methods. Rather, here, as in qualitative
Inquiry in general, diversity reigns. This is amply illustrated in Denzin and
Lincoln’s (1994) Handbook of Qualitative Research. Denzin and Lincoln’s intro-
~dyction to their volume provides an excellent survey of the diversity of interpre-
tive paradigms. They see this diversity as anchored in positivism, on the one
fextreme, and postmodernism, on the other. The naive realist position—there
Is a reality out there that can be studied objectively and understood—is coun-
!:ered by the postmodern, poststructuralist position of radical doubt. Articulat-
ing the latter position, Denzin (1996) wrote, “There can never be a final, accu-
rate representation of what was meant or said, only different textual
representations of different experiences” (p. 132).
. Between these two extremes are the middle-ground positions of postpositiv-
ism and constructivism. According to Denzin and Lincoln (1994), postpositivism
rests on the assumption that reality can never be fully apprehended, only
approximuted. Postpositivists use multiple methods to capture as much of
reality ns possible; emphasize the discovery and verification of theories; and
apply traditional evaluative criteria, such as validity. Denzin and Li;1coln
{1994) defined constructivism as involving “a relativist ontology (there are
multiple realities), a subjectivist epistemalogy (knower and subject create un-
derstandings), and a naturalistic (in the natural world) set of methodological
procedures” (p. 13). Evaluative criteria include trustworthiness, credibility
and confirmability. -

Some Examples of Problems for Study

Den?in and Lix?co}n emphasized that these various positions are realized within
particular disciplinary traditions that inflect them in distinctive ways and that
each researcher cnters the research process from the vantage point of his or

her particular interpretive community, with its unique history of research

practices. The interpretive community to which we belong is an interdisciplin-
ary community that has tried to bring together culture and children into a
culture-sensitive understanding of child development. For the most part, this
community has drawn on the middle-ground positions of postpositivism and
constructivism (e.g., Gaskins, 1994; Goncu, 1999; Grau & Walsh, 1998; Jessor
Colby, & Shweder, 1996; Rizzo, Corsaro, & Bates, 1992; Shweder et al., 1998)?
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Consider, for example, Gaskins, Miller, and Corsaro’s (1992) framing of a

set of papers pertaining to children’s 'socialization, one of the fundamental

problems in developmental cultural psychology. Gaskins et al. advocated an
interpretive approach that views reality as socially constructed; recognizes
that the complex relationship between the researcher and the participants is
part of the research question; and defines knowledge as understanding that
makes sense to the actors themselves in terms of collectively shared interpretive
frameworks, a criterion that privileges the actor’s point of view. This approach
makes sense given the kinds of problems that this community of scholars has
identified as central to their interests, problems that rest on the premise that
all children grow up to be cultural beings. This characteristic is unique to our
species and is perhaps the most important reason why human beings experience
a prolonged period of immaturity (Bruner, 1972). The process of human develop-
ment is thus inextricably bound to the process of enculturation, of orienting
oneself within systems of meaning.

But, as Gaskins et al. (1992) pointed out, no child orients him- or herself
within culture in general. Rather, each child navigates a specific culture, with
a specific set of beliefs, practices, and interpretive frameworks. The process of
becoming a participant in a culture is therefore enabling and limiting at the

"same time. Socialization, the universal process of becoming a participant in a

culture, cannot be understood except by studying enculturation, the process of
meaning creation in particular cultures (Mead, 1963).

-Thus, the fundamental developmental question from this perspective is
how do children come to invest cultural resources with meaning? Born into a
world of already existing traditions and semiotic systems, children use their
growing interpretive abilities to participate in cultural practices. This process

- is constructive and it is necessarily individual and collective. It is individual

in that each child creates personal meaning out of the particular, necessarily
limited set of resources to which he or she is exposed. It is collective in that
these resources were created by previous generations and are made available
to the child by other people. By participating with caregivers and peers in day-
by-day encounters with cultural resources, children shape their own develop-
mental experiences while at the same time contributing to the production of
social order (Cook-Gumperz & Corsaro, 1986).

No one has probed a child’s meaning-making process more profoundly than
Jean Briggs in her book, Inuit Morality Play (1998). Offspring of Never in Anger
(J. Briggs, 1970), a classic of psychological anthropology, and informed by three
decades of work with the Inuit, this study focuses on a single three-year-old
child, Chubby Maata, as she engages a distinctive kind of emotional drama
that is common to many Inuit families. J. Briggs sees culture as a “ ‘bag of

. ingredients’ actively used by individuals in creating and maintaining their

social-cognitive worlds” (p. 14). This view allows her to realize that she cannot
provide a full interpretation of the meanings that Chubby Maata is making
because every fragment of data “explodes with potential meanings” (p. 20). But
it is not only the witnessing ethnographer but the child herself who has to live
with this ambiguity. Chubby Maata is making educated guesses, based on her
past and present apprehension of the patterns in her own and other people’s
words and actions. The ethnographer’s task is to follow the child. She is making
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educated guesses about Chubby Maata’s educated guesses. The resulting eth-

nography is “a cloth full of holes, the very sort of cloth that Chubby Maata .

herself was weaving” (p. 20).

The metaphor of a cloth full of holes is compatible with Howard Becker's
(1996) understanding of a key interpretive challenge. Operating out of the
Chicago school of sociology, Becker focuses not on geographically distant cul-
tures but on poor urban neighborhoods, medical schools, the art world, and
other contexts that are nearer at hand. He says that people—he is speaking
of adults, not children—are “not sure what things do mean: they make vague
and woolly interpretations of events and people” (p. 60). The implication for
ethnographers is that we should respect people’s confusion and indecision and
not represent their meanings as more coherent or stable than they are.

The general problem of how children make meaning out of cultural resources
implies several questions: What exactly is happening here? That is, what kinds
of activities are these children and their companions engaging in? What are the
folk theories—informal, local belief systems about children, child-rearing, and
development—that inform and rationalize their activities? What are the larger
contexts and activities in which these activities are embedded? To some social
scientists, these will seem like uninteresting questions, inviting “mere” descrip-
tion. Butas Becker(1996) stressed, itis all too easy to think we lknow what people
are up to. He cautioned, “Don’t make up what you could find out” (p. 59).

Play provides an excellent example of how these general questions have
been applied in a specific research arena. In the past decade, play has inspired
several substantial ethnographic studies in different parts of the world. Schol-
ars have asked questions about the types of play that occur under everyday
conditions (e.g., pretend play, exploratory play, teasing), about the folk theories
that parents hold about the nature of children, of development, and of play
itself (e.g., play develops naturally to children vs. play must be taught), and
about the larger contexts and activities in which play is embedded (e.g., do
children contribute to the family’s livelihood, and if so, how and from what
age, and how much time does this leave for play? Gaskins, 1996; Goldman,
1998; Goneu, 1999; Lancy, 1996; Taylor & Carlson, 2000).

These studies have produced findings that challenge fundamental assump-

tions ahout the nature of play (Miller, 2001). They show that play is constituted
differently within and across cultures: communities vary in the types of play;
the time, space, and personnel available for play; whether play is valued by
adults; what role, if any, play is seen to have in children’s development; and
the kinds of imaginative resources that are drawn on for play. These findings
challenge developmentalists to revise our assumption that pretend play belongs
to a single ontological category. When viewed from the perspective of this or
that local meaning system, pretend play emerges as a blessed spiritual encoun-
ter, demon possession, deceit, or self-indulgent idleness. -

Ethnographic Methods: An Overview

Ethnographic research involves taking up a rigorous program of scientific in-
quiry marked by repeated and varied observations and data collection; detailed
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recordings of, and reactions to, such observations; a skeptical stance by the
researcher that forces as many questions from the continuous interpretation
of the data as it provides answers; and the presentation of ongoing interpreta-
tions to the larger scientific community. Despite the diversity, common issues
and practices cut across ethnographic research, whether conducted in the origi-
nating discipline of anthropology for the purposes of documenting whole cul-
tures or conducted by researchers addressing a diversity of questions across
multiple disciplines. In this section we first address characteristics common

’ ~ to ethnographic methods, then briefly outline four key phases in ethnographic

research. For more detailed discussions of how to conduct ethnographic re-
search see Agar (1980), Erickson (1986), Hymes (1982}, and Wolcott (1995).

Cha}‘acteristics of Ethnographic Inquiry

One important characteristic of ethnographic methods is the sustained and
engaged nature of data collection. “Classic” ethnographic studies within anthro-
pology focus on cultures “foreign” to the researcher and, as a consequence,
fieldwork necessarily includes time for the researcher to become familiar with,
and learn to navigate within, unfamiliar physical, social, ‘and communicative
environments (e.g., Basso, 1996; C. L. Briggs, 1986; J. Briggs, 1970; Schieffelin,
1990). As ethnographic methods have been taken up by researchers in other
disciplines, such as education and psychology, and applied to problems closer
to “home,” the researcher often enters a research site where he or she has
already spent time and is acquainted with “local” linguistic, social, or institu-

. tional histories and practices (e.g., Baym, 2000; Denzin, 1993; Giorgio, 1999;

Heath, 1983; Prior, 1998; Wolf & Heath, 1992). In such cases, time “in the
field” may be shorter as the researcher is able to draw more heavily on personal
experiences and communicative practices in customizing data collection. In
either case, to penetrate participants’ meaning systems, ethnographers must
familiarize themselves with the participants’ community—the physical and
institutional settings in which they live, the daily routines that they and their
companions follow, the beliefs that guide their actions, and the linguistic and
other semiotic systems that mediate all of these contexts and activities.
Through such sustained community contact, researchers necessarily b(?-
come deeply engaged in the lives, practices, celebrations, and problems of their
participants. In remote and isolated sites, the very survival of the researcher
may depend on the strengths of the relationships the researcher has been able
to forge and the goodwill of the community members under study (e.g., J.
Briggs, 1970; Gottlieb & Graham, 1993). Even when life and limb are not at
stake, the research itself is shaped and strengthened by the willingness of
individuals to participate in the researcher’s project. Much has beeq written
about the complexities of researcher—participant relationships in the interpre-
tive process (see Behar, 1993; Scheper-Hughes, 1992; Wolcott, 1995; quf,
1992). In fact, Engstrom (1996) argued that one way to measure the va11F11ty
and generalizability of research findings is to look for successful collaborations
between the researchers and the participants. In ethnographic work, research-
ers often find that because of their relationships with participants and their
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developing emic understandings, they are in a unique position to help speak
across cultures on behalf of the group being studied (e.g., Basso, 1996; Philips,
1983) and to help identify avenues of change. that support community goals
(e.g., Engstrom, 1996). These opportunities for personal, social, and political
intervention make ethnographic research an attractive choice for action re-
search traditions in education (e.g., Cochran-Smith & Lytle, 1993) and commu-
nity psychology (e.g., Stewart, 2000).

Ethnographic methods also carry with them an implicit multlcultuml per-

spective, a perspective that is often made explicit within.particular research-

programs (e.g., Miller, Fung, & Mintz, 1996; Rogoff, Mistry, Goncu, & Mosier,
1993). In attempting to apprehend local meanings, ethnographers try not to
mistake their own deeply taken-for-granted, culturally saturated understand-
ings for those of the study participants—a challenge that is never fully met.
To anticipate an example that will come later in the chapter, if the goal is to
appreciate the interpretive frameworks of parents from a particular American
community, and the ethnographer is Taiwanese, then the process of bringing

these parents’ (American) frameworks into focus will also expose the ethnogra- -

pher’s own (Taiwanese) frameworks. Thus, even when ethnographers study a
single cultural case, they aim for-double vision at least. In fact, - American
parents and Taiwanese ethnographers belong to multiple communities and are

likely to live and breathe meanings that low within and across multiple cul- -

tures. This does not mean that cultural boundaries have no reality, but'it dods
make a mockery of the idea that cultural boundaries can be neatly drawn in
this increasingly globalized world.

Another characteristic of ethnographic inquiry is that data collection and
analyses are hoth microscopic and holistic (Gaskins et al., 1992). Focusing

on the details of particular participants and practices, ethnographic methods
capture unanticipated nuances and variations of human interaction, However, -

Geerlz (1973) argued that detailed description of behavior alone, what he calls
“thin description,” is not sufficient to recoup meaning. Instead, ethnographers
engage in what Geertz (1973) termed “thick description.” To ensure that their
understandings are culturally valid, ethnographers ground their interpreta-
tions of cultural events in an accumulation of specific details from the events
of everyday life and [rom the participants’ reflections on those events. It is in
this way that ethnographers approach broad interpretations “from the direction
of exceedingly extended acquaintances with extremely small matters” (Geertz,
1973, p. 21). By way of illustrating the distinction between “thin” and “thick”
description, Geertz (1973) borrowed Ryle’s example of two boys who are “rapidly
contracting the eyelids of their right eyes” (p. 6). Are they blinking, winking,
parodying a wink, faking a wink, practicing a wink? It is impossible to say
without understanding the multiple embedded contexts in which these actions
took place and the socially established communicative code that renders them
intelligible. Thus, it is necessary not only to examine actions microscopically
but also to contextualize them in a more holistic sense to successfully describe
an event as it was understood by the actors themselves.

Finally, ethnographic inquiry is a dynamic process marked by generative
and self-corrective methodologies (Gaskins et al., 1992). Successful researchers
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need to be flexible from the beginning, prepared to revise or discard initial
research questions and adjust data collection procedures as they position them-
selves physically and socially in the research site. J. Briggs (1970), for example,
set out to study shamans among the Inuit, only to discover that shamans no
longer existed in the community she had entered. When Miller, Sandel, Liang,
and Fung (2001) formulated their research questions about the role of personal
storytelling in Longwood, hell-raising stories were not on their list; the parents
in this community brought such stories to their attention. In addition, research-
ers must be open to learning locally appropriate ways to ask questions and
hold interviews (C. L. Briggs, 1986); they must develop effective ways to present
their research project and their role as researcher to the participants, a problem
that is especially complex when the participants are children (Corsaro, 1985,
1988); and they must learn to situate themselves physically and socially in
ways that allow them to observe the phenomena of interest (Ochs, 1988). Often,
such negotiations include a willingness on the part of the researcher to accept
the interactions that are offered and to look for new ways to augment data
collection (Prior, 1998).

The generative and self- correctlng nature of ethnographic inquiry is also
evident during data analysis and writing. The interpretive process, guided by
the notion of cultural validity, is theory-generating. The goal is to provide a
deeper understanding of the multiple perspectives that are operating in all
humin interactions. Therefore, categoriés used in analysis are not predeter-
mined but are developed through a continual process of iterative division,
classification, and evaluation (Bloom, 1974; Strauss, 1987). The researcher
begins with a tentative descriptive framework—what Pile (1967) called an
etic classification—often gleaned from other data sets or theoretical positions,
and proceeds to test that framework through successive passes through the
data. The outcome of this self-corrective process of constant comparison is an
emic classification (Pike, 1967) that captures the patterns in the participants’
meanings. In addition, deepening interpretations of the data emerge when
researchers revisit earlier work. For example, accounts written early in a
research program are necessarily expanded in later accounts as researchers
combine existing data with new data. (This process will be described more in
the latter half of this chapter.) In other cases, researchers apply their evolving
perspectives to areinterpretation of earlier work. When Wolf(1992) reexamined
her 30-year-old field notes concerning the case of a young Taiwanese mother
who suddenly began behaving in a decidedly aberrant manner, she was dissati-
sfied with her earlier account. In an effort to better display the multiple perspec-
tives of participants and researcher, she ended up producing three separate
accounts of the same incident. (See J. Briggs, 1998, for an excellent example
in the same vein.)

Phases of Ethnographic Research

Despite the flexibility inherent in ethnographic research practices, the research
process generally unfolds in a series of phases.
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DEVELOPING QUESTIONS AND GAINING AccEss. The ethnographer begins the
rescarch process by formulating a problem for study, drawing on previous
scholarship, and learning as much as possible about the particular community
or institution in which the study will be conducted. Any previous ethnographic
work and other formal or informal scurces of information about the same

community are invaluable in allowing the researcher to hone the initial re-

.search questions, anticipate field conditions, and design an approach that will
best address the research questions. It is in this.phase that the researcher
makes initial decisions about what in psychology is referred to as subject
sampling. Ethnographers, however, are less concerned about random sampling
than they are about specifying the social positioning of the participants who
agree to work with them, thereby delimiting their interpretations. The re-
searcher must make preliminary contacts to obtain initial institutional permis-
sion to conduct research and work to establish relationships with possible
participants. In the classic case, thé ethnographer enters the research site as
an outsider, and the task of gaining access to particular groups or institutions
may take a great deal of patience and interpersonal skill. In our own work,
which spans several working-class and middle-class communities in the United
States and Taiwan, we have found that doors open rmuch more rapldly if the
ethnographer has a trusted associate in the comrnumty

The importance of the process of negotiating access to a research site
cannot be overstated. The physical and social positioning the researcher is able
to establish and maintain within the community of study critically shapes the
entire research cnterprise. Nor is this a task that applies only to the initial
phase of fieldwork. Ethnographer—participant relationships must be renegoti-
ated throughout the course of study, and this requires ongoing documentation
and reflection. In olther words, this relationship becomes an object of study in
its own right, adding to the broader research questions. The epistemological

assumptions outlined earlier for constructivist ethnographies imply that the:

knowledge that is gained through ethnographic inquiry will be conditioned by
the ethnographer’s positioning in the local scene and by the nature of the
relationships that he or she is able to create with participants. For example,
a female ethnographer will have access to certain kinds of contexts and infor-
mants, a male ethnographer to others. An ethnographer who has connections
to cultural elites will have access to different perspectives than an ethnographer
who has connections to the poor. Each éthnographer will come to an understand-
ing that is inevitably partial. The rigor of this approach lies partly in delineat-
ing that partiality, which itself contains clues as to how local meanings are
constructed.

CoLLECTING AND MANAGING DATA. Ethnographic tesearch is known for pro-
ducing copious amounts of data. Learning to direct data collection and organize

data for ongoing interpretation are daunting tasks for novice ethnographers.

The bulk of the data collection occurs during fieldwork as the researcher care-
fully compiles detailed records of research-related activities and his or her
initial reactions and interpretations (Wolcott, 1995). Such documentation takes
many forms, including field notes, interviews, indirect observations, and
artifacts.
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Field notes (Emerson, Fretz, & Shaw, 1995) are written descriptions and
reflections about the participant—observation. Most researchers make notes in
their logs as frequently as possible, jotting down short notes “on the fly” and
more detailed notes later. Field notes may contain physical descriptions of the
site (augmented by photographs, maps, sketches, etc.), descriptions of daily
routines of the participants (augmented by work schedules, seasonal activities,
ete.), and detailed descriptions of observed interactions and participant inter-
views. To facilitate such detailed record keeping, researchers routinely make
use of any technologies appropriate to the site (e.g., audiorecording, video-
recording, etc.).

Interviews may be conducted with individuals or groups, and the general
organization of the interview is usually planned in advance. However, specific
interview techniques depend on the nature of the community and research
questions (see C. L. Briggs, 1986; Mishler, 1986), as will be illustrated in the
final section of this chapter. Whenever possible, interviews are audiorecorded
and transcribed for analysis. In addition to more formal interviews, ethnogra-
phers find opportunities to insert their questions into casual conversation.

The researcher may also collect indirect observations by working with
participant—collaborators, especially in cases where the phenomenon of interest
occurs infrequently or only with limited audiences. In such cases, research
assistants are taught to take notes or make recordings, ask questions, and
male specific observations to address the research questions.

Finally, collecting artifacts about the community, the participants, the
physical setting, the institution, and the practices may also be a critical form
of data collection. Which artifacts. are appropriate to collect will depend on
the goals of the research project but may include maps, newspapers, legal
documents, popular texts, diaries, letters, tools, and so forth. In addition, the
researcher will need to make notes about the circumstances and reasons for
obtaining each artifact.

INTERPRETING AND ANALYZING DaTa. Data analysis begins early in the re-
search process and continues throughout what is often a long program of
ethnographic inquiry, with new research projects building on previous ones.
In fact, effective fieldwork requires the direction such ongoing interpretation
provides (e.g., who to interview next, what questions to ask, what activities to
observe, etc.). Fitting with ethnography's general goal of developing under-
standings consistent with the meaning-making practices of the community
being studied, the interpretive process is primarily inductive in nature, and
coding systems and categories evolve from a continual comparison of the grow-
ing data set (see Strauss, 1987; Wolcott, 1994). Novice ethnographers who are
familiar with preset coding systems applied intact to complete data sets often
find the evolving and inductive coding practices of ethnographic work difficult
to manage.

The specific nature of the coding systems and types of analyses vary widely,
depending on the goals of the specific research project and the disciplinary
training and theoretical inclinations of the specific researchers. Early analysis
is often focused on developing categories that account for the diversity and
breadth of the data being collected. As the analysis progresses, categories are
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filled in with more depth, and interconnections within and across categories
are analyzed. Particular examples may be extracted for in-depth analysis, as
we illustrate in the next section of this chapter. ,

The credibility of the findings is in part a result of a well-documented
and ‘sysLematic analysis of the data. Although not focused on reliability in a
!:radltional sense, ethnographicresearchers are very concerned about present-
ing “accul:aLe” or “valid” representations of the phenomena in question from
the participants’ perspective—that is, getting the “story” right. One way trust-
worthiness of interpretations is achieved is through comparing and integrating
data from different sources, a process often referred to as triangulation (Denzin
19.78;.Marshall & Rossman, 1995; Rizzo et al., 1992). In addition, researchers,
will discuss their interpretations with participant—collaborators, seeking both
contesting and supportive responses, which will allow them to thicken their
analysis or reinterpret their data.

‘ Though uncommon, it,is possible for ethnographic studies to blend quanti-
tative coding systems with qualitative coding strategies (Gaskins, 1994; Rizzo
et .al., 1992). For example, qualitative analysis of interview data can be used
toilluminate the meaning of survey data obtained via conventional quantitative
methods. As well, emic descriptions derived from fieldwork can be used to
construct interview protocols or questionnaires that yield quantifiable results.
H(;wegi:r, iL1 is»impfortant to dispel the myth that qualitative analyses are
valuable only insofar as th ver i itative
N 1985)_ ey can be converted into quantitative apalyses

. W‘I{I'I‘ING. One way of stating a guiding principle for ethnographic writing
is “w‘mte early, write often.” This process begins with the researcher’s log
and field r}otes and continues through the construction of published accounts.
However, itis in the culmination of writing up and disseminating ethnographic
accounts that the fieldwork of specific research projects is connected with
proad.er programs of scientific inquiry. Like all research projects, “Fieldwork
1s validated only through the requisite reporting that results from it” (Wolcott
1995, p. 66). Written accounts of ethnographic work take many forms but;
typically the ongoing analyses of the data obtained during an ethnogfe;phic
research project yield multiple publications.

In r.ecent decades, the textual practices of ethnographers, as well as the
appropriateness of various types of ethnographic accounts, have been at the
center of intense debates (see Behar & Gordon, 1995; Clifford & Marcus, 1986:
Geertz, 1988; Richardson, 1997; Van Maanan, 1988; Wolf, 1992). As eth’hog-ra:
phgrs have grappled with poststructuralist views of culture, issues of represen-
tation have become a critical consideration. These issues include how to repre-
sent “others” or let “others” represent themselves; how to represent the
researcher’s roles, limitations, and biases within the research site; how to
apprgpriately blend multiple, often contesting, perspectives; and how té) respect
the dllversity and complexity of cultural practices. This has led to a diversifica-
!:1on in published research accounts as ethnographers have experimented with
issues of representation in ethnographic writing (see Behar, 1993; Sereme-
takis, 1991). ’
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The Nonnarration of Children’s Transgressions:
An Interpretive Puzzle

In this section we address an interpretive puzzle from our own work by way
of illustrating how ethnographers proceed in analyzing and interpreting data.
The puzzle arose from a program of ethnographic research that is comparative
in design, involving middle-class Taiwanese families in Taipei, Taiwan, and
middle-class European American families in Longwood (a pseudonym), a neigh-
borhood in Chicago (Fung, 1999; Miller; Hengst, Alexander, & Sperry, 2000;
Miller, Wiley, Fung, & Liang, 1997; Miller et al., 2001).

How the Puzzle Arose

To set the stage for this puzzle, it is necessary to present some background
about earlier phases of this research. The initial goal of the project was to
investigate how personal storytelling is used to socialize young children within
the family context. Do these families engage in personal storytelling—telling
oral stories about one’s past experiences—in ways that involve young children?
If so, how is personal storytelling defined and practiced with young children?
We were particularly interested in the modes of participation and interpretive
strategies that families used in narrating young children’s past experiences.
Note that all of these questions are versions of the “What exactly is happening
here?” question.

Through participant—observation and video recording of ordinary family
interaction, we discovered that stories involving the focal child (2 years, 6
months, of age) as protagonist occurred at remarkably similar rates (about
four per hour on average) in the Taipei:and Longwood families. In addition,
in both cases, stories were conarrated with young children, and stories were
told about the child in the child’s presence.

These similarities coexisted with a striking difference in the content and
manner of narration. The Taipei mothers were much more likely than their
Longwood counterparts to treat children’s past transgressions as a didactic
resource, as opportunities to teach young children the difference between right
and wrong. Transgressions were talked of openly in front of siblings, research-
ers, and guests; explicitly, often in strong language; and at length. Rarely was
the language mitigated, although subtle nonverbal cues were used to signal
humor. The ethnographer was treated as a judging witness to the child’s mis-

" deeds. By contrast, the Longwood familiés operated with a distinct self-favor-

ability bias in narrating young children’s experiences. They rarely told stories
about the child’s past transgressions. When they did so, they managed to
portray the child in a positive light despite his or her misdeed, casting the
researcher as an appreciative audience to the child’s exploits.

Defining the Puzzle

The puzzle, then, is this: How can we make sense of the Longwood practice of
not narrating children’s transgressions? (The complementary puzzle from the
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Taipei data is: How can we make sense of the narrative practice of foreground-
ing children’s past transgressions? See Fung, 1999; Miller et al., 1996, for
discussions of this puzzle.) From a Taiwanese perspective, this is baffling. This
looks irresponsible. What are these- Americans up to when they downplay
or mitigate young children’s transgressions or strike them entirely from the
narrative record? ' o .

Notice that this puzzle has been defined, in part, by the Taiwanese compari-
son, which casts the American practices in relief. Although many ethnographic
studies focus on a single cultural case, there is usually an implicit comparative
perspective thatinforms what the ethnographer is able to identify asinteresting
problems. The inclination to emphasize children’s strengths is so common
among middle-class Americans that it is next to invisible. We might have
overlooked this puzzle were it not for the contrast with.the Taiwanese findings.
In other words, having a comparative vantage point on one’s own cultural ways
is often crucial in rendering the familiar strange (Erickson, 1986; Ochs &
Schieffelin, 1984). - ‘ ‘

Notice too that this puzzle arose out of careful documentation of a pattern
that occurred in everyday -family interaction, a pattern that emerged in re-
sponse to our initial questions. In obseérvation after observation we witnessed
and participated in a baseline of personal storytelling activity in which chil-
dren’s transgressions were rarely narrated. It is important to emphasize that
to document that baseline we followed a complex set of analytical coding steps
that, for lack of space, can only be briefly mentioned: We devised a descriptive
code for defining personal storytelling in the two cultural cases, applied the
code to the video-recorded observations for each family, transcribed the full
set of personal storytelling events that were identified for each family, and
devised and applied additional codes for describing the content and manner of
narration (see Miller et al., 1997). Some ethnographers might have described
the resulting baseline pattern as “routine,” without attaching any numbers;
our preference was to count the stories that occurred and to calculate the

proportion that involved child transgressions. In both cases, whether or not °

numbers are attached, there is a recognition that specific examples of interac-
tion are interpretable only against a documented baseline of ordinary activity.

Microanalysis of a Strategically Chosen Example

Ethnographers often use the interpretive strategy of lifting out an example for
microlevel analysis as a way of deepening their understanding of the phenome-
non in question. This strategy illustrates the “microscopic and holistic” feature
of ethnographic research that we discussed earlier in which an event is de-
scribed in minute detail as a way of illuminating the meaning of some larger’
pattern. In the following analysis we illustrate this strategy, borrowing from
an analysis presented more fully in Miller et al. (1996). Although ethnographers
often choose “typical” examples to work with, Miller et al. chose a story that was
exceptional within the baseline distribution. They focused on a rare instance in
which a Longwood family not only told a story about the focal child’s transgres-
sion but structured the story so as to establish the child’s transgression as the
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point of the story, thereby mimicking the Taiwanese practice. This exceptional
story was important analytically because it allowed us to disentangle two
possible interpretations. Perhaps Longwood families narrated child transgres-
sions in the same didactic manner as their Taipei counterparts but did so far
less frequently. Or perhaps they narrated child transgressionsina qualitatively
different manner on those rare occasions when they narrated them at all.

The story in question actually involved two transgressions. As narrated
by the mother—in collaboration with Mollie (2 years, 6 months), the researcher,
and Mollie's older sister—Mollie first wrote on the wall and then tried to evade
responsibility for her misdeed by falsely accusing her sister.

Mother: [To child] Did you tell Judy [the researcher] what you wrote on
the dining room wall with?

Child: Ah ... key.

Researcher: [To child] You wrote on the dining room wall?

Mother: With a key, not even a pencil.

Researcher: [To mother] You must have loved that.

Mother: A key, the front end of that key.

Sister: And behind a living room chair.

Mother: 1 was sort of napping in there and I saw this and I thought it was
a pencil. And T woke up and said [whispering], “Mol, you didn’t write on
Mommy’s wall with a pencil, did you?” Oh, she was so relieved, she said,
“No! Me no use pencil, me use key!” and I was like, “OH GOD! Not a key!”
And she said, “No, no, ME no use key, Mom. Kara {her sister] use key,” and
then I was even more upset.

Sister: | didn't even see her do it!

Mother: But it's so funny. You look at her and she's like, “I didn’L use pencil.”
Researcher: So, I'm in the clear.

Mother: Oh, yeah. .

Sister: I didn’t even see her do it. I was at school.

In this excerpt, Mollie’s mather prompts her to confess her wrongdoing to
the researcher. Mollie complies, and the researcher invites additional response.
Several turns ensue in which the mother emphasizes that Mollie used a key
to write on the wall, the researcher aligns herself with the mother through an
ironic expression (“You must have loved that!™), and Mollie’s older sister—
whom Mollie falsely blamed—contributes further information about the inci-
dent, emphasizing that she was not even there when the incident happened.
Having established Mollie’s wrongdoing by eliciting supporting accounts from
the parties involved, the mother then explains more fully to the researcher
what happened. That is, she tells a story about Mollie, referring to her in the
third-person, in which she situates the wall-writing incident within the events
that preceded and followed it. She explains that she was napping when the
misdeed occurred. Her dawning realization that Mollie wrote on the wall while
she napped is recreated through the mounting suspense of parallel, but inc%‘eas-
ingly damaging, admissions by the child. The mother 1‘epresents.M01he as
trying to mitigate her responsibility for wrongdoing, first by explalmng. that
she used a key and not a pencil and second by falsely accusing her sister.
The humor lies in the fact that the child’s inept and increasingly transparent
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attempts to explain away her misdeeds have exactly the opposite effect. Her
mother’s subsequent comment, “But it’s so funny,” explicitly frames the narra-
tion as nonserious. Note also that although the mother says that she was “even
more upset” by the child’s lie than by the misdeed that occasioned it, there is
no further mention of the more serious transgression. Also, the interaction
that preceded the story about the child, including the elicited confession from
Mollie, includes no mention of her false accusation.

Miller et al. (1996) compared this story with a Taiwanese story that is
strikingly similar in content and structure: Angu, like Mollie, wrote on the
wall and then tried to shift blame to someone else. Although it is beyond the
scope of this chapter to present the parallel microanalysis of Angu’s story, it
is important to summarize some of the key differences in how Angu’s misdeeds
were narrated: Angu’s caregiver developed the story at far greater length;
foregrounded the more serious transgression of falsely accusing another person;
shamed the child for her middeeds; and framed the story as serious. What,
then, do these twin microanalyses tell us? Even in the rare instance in which
an American family constructed a story around the child’s transgression, creat-
ing a story that resembled a Taiwanese story in content and structure, close
analysis revealed that it conveyed a qualitatively different interpretation of
the child and of her experience. Instead of creating an opportunity for moral
education and remediation, Mollie’s mother developed the amusing dimensions
of the incident. She created a charming and naive mischief maker, not a trans-
Eressor. :

The Puzzle Partially Unraveled B

To summarize, we made several analytical moves in attempting to understand
this interpretive puzzle. First, we established, through participant—observation
and transcription of video-recorded home observations, that personal storytell-
ing occurred routinely in Longwood and Taipei families. Second, we documented
a contrasting pattern in the content and structure of personal storytelling such
that Longwood families, compared with Taipei families, were far less likely to
narrate young children’s transgressions. In other words, the initial analytical
moves involved documenting an observed pattern in ordinary family interac-
tion, drawing on comparative observations to aid in the identification of that
pattern. The third analytical move involved microanalysis of a particular story
that was strategically chosen because of its outlier status in the baseline distri-
bution of storytelling. This microanalysis deepened our understanding of the
meaning of the baseline pattern by zeroing in on a violation of that baseline.
Although the story, in this exceptional instance, was “aboul” Mollie’s misdeeds,
it was also “about” how funny those misdeeds were. This series of analyses,

thus, supports the following rendering of Longwood parents’ perspective on.

young children’s misdeeds: best to leave them un-narrated; if one happens to
slip through, background it, mitigate it, laugh about it, or in some way undercut
its importance. These analyses suggest that young children’s wrongdoing has
a qualitatively different meaning for Longwood parents, compared with Taipei
parents. Apparently, young children’s wrongdoeing is a somewhat delicate mat-
ter for Longwood parents.
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Although this serics ol analyses allowed us to deepen our understandi‘ng
of the nonnarration of children’s transgressions, it is important to emphasize
that no analysis is the final analysis. In the constructivist ethnographic ap-
proach that we advocate, each analysis leads seamlessly to a more pointed sgt
of questions; thus, the boundary between one research report and the next is
somewhat arbitrary. In the case at hand, our interpretations were based en-
tively on observations of the families’ enactments of personal storyte.lling, not’
on their expressed ideas about storytelling. To understand thgse practices more
fully, we needed to examine parents’ reflections on child-rearlng.. What was at
stake for Longwood parents when they engaged in these narrative practices?
What kinds of ideas were informing their child-rearing?

Sequel: Toward Additional Unraveling

To pursue these questions, Mintz (1999) inquired into parents’ belief systems
about child-rearing, drawing on interviews, the other stock-in-trade ethno-
graphic tool. In-depth interviews with the Longwood mothers revealefl that
promoting their young children’s self-esteem was a matter of the first impor-
tance to them. They believed that self-esteem provides the foundation for hap.p1~
ness, inner strength, and moral autonomy. They spoke of the d.evqstatmg
consequences of low self-esteem on children’s psychological Euncmonmg‘ gnd
success in the world. They tried to support children’s self-esteem by praising -
them, emphasizing their strengths, and avoiding invidious comparisons. Wl}en
discussing discipline, they made a distinction between “being bad” and f‘domg
bad things,” contrasting their child-rearing practices with thqse of their own
parents. They believed that discipline had to be handled with care, lest it
undermine children’s self-esteem. Like the mothers in Harwood, Miller, and
Irizarry (1995), they sought a balance between cultivating self-esteem and
respect for others. )

These findings shed further light on the Longwood practice ofdownplaylng,
laughing about, or simply not narrating young children’s tran.sgresm.ons b’y
suggesting that a collective commitment to the goal of supporting children’s
self-esteem may underlie this practice. Longwood families’ reluctance to dwell
on young children’s past misdeeds is intelligible within a folk theory t.hat.:
valorizes self-esteem, linking it to a host of psychological goods, just as Taipei
families’ routine narration of child’s transgressions is intelligible within a follc
theory that is distinctly Confucian, valorizing moral instruction and “opportu-
nity education” (Fung, 1999; Miller et al., 1996; Miller et al., 1997).

Self-Esteem As Folk Theory

In this final section of the chapter, we present a research case by way of
illustrating the process of conducting ethnographic research (see Miller, Wang,
Sandel, & Cho, 2002, for a detailed report of the methods and results of this
study). This case emerged directly out of the line of inquiry describf:d in th'e
preceding section. Our findings from Longwood led us to be interested in Ameri-
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can folk thcorigs of self-esteem. By parental folk theories we mean parents’
informal, culturally organized. understandings about children, child-rearing,
and development. These understandings vary within and across cultures, in-
forming and rationalizing child-rearing practices (Bruner, 1990; Goodnow &
Collins, 1990; Harkness & Super, 1996).

The Research Problem

The idea that the Longwood mothers articulated—that children’s self-esteem
should be fostered because it lays the groundwork for a host of psychological
strengths—is shared by many American parents, teachers, and psychologists.
The ubiquity of reference to self-esteem in both scientific arenas and popular
culture naturalizes self-esteem, promoting a kind of invisibleness, This invisi-
bleness is supported, as well, by two striking omissions from the discourse of
self-esteem. Rarely is self-esteem and its associated folk theory recognized to
be a culture-specific, historically situated discourse. And rarely is the debate
about self-esteem informed by the voices'of parents as they reflect on these ideas
inraising their children. Our study was intended to address these omissions. Its
purpose was to examine the meanings and practices associated with self-esteem
and the larger (olk theory in which it is embedded. ’

Design and Research Sites

Because other cultures do not necessarily share Americans’ preoccupation with

sell-esteem (see Harwood et al., 1995; Heine, Lehman, Markus, & Kitaymama,
1999; Stevenson et al., 1990) and because perspectives from other cultures can
help to expose the cultural specificity of self-esteem, we chose to study this
problem comparatively, building on our earlier work with American and Tai-
wanese families. We wanted to identify the variety of meanings American and
Taiwanese caregivers associate with the idea of self-esteem and to delineate
the local folk theories that contextualize this idea or that offer alternative
understandings of child-rearing. Although we approached this question’
through participant—observation and interviewing, this question lent itself
particularly well to interviewing, and thus we focus on interviewing in this
brief sketch.

In choosing research sites, we considered two factors. In recognition of
intracultural variability, we wanted to move beyond large urban areas. And
because personal contacts facilitate fieldwork, we chose research sites where
our research team had preexisting personal networks. We briefly describe some
key features of the two research sites.

Chhan-chng (a pseudonym) is a small Taiwanese farming community that -

embodies a complex mix of old and new cultural practices. The residents speak
Taiwanese and Mandarin Chinese and observe traditional religious practices,
warshipping their ancestors before the family’s ancestral tablets and going to
the local temples to ask for peace and prosperity. The grandparents’ generation
continues to work in the fields, growing rice, sugar cane, fruits, and vegetables.
Most families own a motor scooter or automobile and have access to American
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and Japanese programming on cable television. Although many young families
are choosing to have fewer children and some of the mothers work outside the
home or even in a nearby city, the traditional three-generation household is
still the norm. Like previous generations, children are not segregated from
adult activity. They live in a community where homes, farms, shops, and
businesses are often joined; children witness and participate in economic activ-
ity and they are accustomed to seeing people come and go on a daily basis.

Centerville (a pseudonym) is a small city located in the rural midwest.
Although soybeans and corn remain an important part of the county’s economic
base, Centerville is best known as the home of a major university, which
attracts a culturally diverse group of students. Centerville supports a remark-
able number of places of worship, including two synagogues, two Buddhist
sanghas, a mosque, and more than 100 Christian churches. Because Centerville
is much more diverse than Chhan-chng, it is not possible to describe family
life in the same sweeping terms. In some families both parents work and young
children go to daycare; in others mothers are full-time housewives. Despite
these differences, two-generation households are the norm. Contact with grand-
parents varies widely. Some grandparents provide daily childcare; others live
far away and keep in touch through telephone calls and occasional visits. Unlike
their counterparts in Chhan-chng, young Centerville children do not have much
access to parents’ work lives.

The Researchers and Field Entry

In contrast to many classic ethnographic studies, our research team included
individuals with varying life experiences in the two cultures. All of us had
lived in Centerville for extended periods of time (one to eight years). Miller
has been studying American and Taiwanese families with Taiwanese collabora-
tors for many years. Sandel, who speaks Mandarin and some Taiwanese, was
born and raised in the United States, but his wife grew up in Chhan-chng and
her parents and other relatives still reside there and treat Sandel as kin.
Although Chhan-chng was unfamiliar to Wang, she was born and raised in
Taiwan and is a native speaker of Taiwanese and Mandarin. Both Wang and
Sandel had lived in Centerville for at least a year before we embarked on
this study. Sandel has young children, which put him in contact with schools
and churches.

These various personal contacts were crucial in allowing the researchers
to recruit participants for the study and in easing relationships between re-
searchers and participants. For example, Sandel’'s mother- and father-in-law
helped to explain the study to local families. Beyond the initial phase of field
entry, the cultural variability within the research team enabled us to draw on
multiple insider—outsider perspectives in conducting the study and interpre-
ting the findings.

The Participants

At each site 16 families participated in the study. The families were chosen to
be homogeneous on several demographic variables. Each family had a three-
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year-old child, who was the focus of the questions about child-rearing. In addi-
tion, the families were two-parent families who represented the more highly
educated segment of their respective communities. Most of the Centerville
mothers had a college degree; most of the Chhan-chng mothers had 14 years
of education. The average number of children per family was two for Chhan-
chng and three for Centerville families. In both research sites, mothers were
either the primary caregivers or shared childcare with a grandmother or a
childcare provider. :

Conducting [ Adapting the Interviews

The researchers talked with the mothers in their homes, using their native
language (either English or Mandarin or Taiwanese). The interviews were
op.en-ended, and content areas included child-rearing goals and values, disci-
pline, strategies for promoting development, sources of child-rearing informa-
tion, shame and pride, and self-esteem. The protocol was intended to provide
a rough guideline for conversation. However, the researchers waited until late
in the interview to ask questions about self-esteem.

Instead of thinking of interviewing as simply a matter of asking questions
and listening to responses, we treated interviewing as an observable social
practice that may be more or less familiar to the participants, more or less in
negd of adaptation to local norms. This perspective owes a great deal to Charles
Briggs’s book, Learning How to Ask (1986). Building on insights from his
own extensive ethnographic work, C. Briggs argued that interviews are not
transparent windows into informants’ beliefs but rather communicative events,
analyzable in lerms of the metacommunicative features of the talk and nonver-
bal action that inlerviewer and interviewee construct together. When these
features arc addressed, along with other data from local communicative rou-
tines, it becomes possible to offer a more precise and well-grounded interpreta-
tion than could be achieved through conventional “content” analyses. Like other
ethnographers who have written about interviewing (Mishler, 1986; Wolcoit,
1995), C. Briggs attends not only to what people say but to when and how they
say it, what they convey nonverbally, how silence is patterned. As it applies
to comparative research, this approach implies that it will often be necessary
to devise different “interview” events, reflecting the different communicative
norms of the communities being compared, to yield equivalently meaningful
discourse.

Ir} fact, in our study the interview event unfolded in strikingly different
ways in the two communities. The Centerville participants seemed to share
an interview script that included a particular kind of staging. The mother led
the researcher to a table, where she and the researcher sat facing one another.-
When children were present, mothers would ask them to play with toys or
computer games and not interrupt the interview. Although the ethnographers
did not request that any special arrangements be made, the Centerville partici-
pants established a self-contained time and space for the interview. In addition
although we intended that the interview protocol would be followed loosely:
allowing the interviewer to pursue the mother’s interests, the researchers found
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that little alteration was required. The interview script—the researcher asks
a question, the interviewee responds—seemed to be taken for granted by these

.participants. Thus, in Centerville interviewing emerged as a familiar practice

shared by both parties.

By contrast, few Chhan-chng participants set up a self-contained time and
space for the interviews. Indeed, most interviews took place in the presence
of more than one family member. Sometimes even a bypassing neighbor would
join in the conversation. Moreover, the protocol had to be altered, as the local
women were not in the habit of answering formal questions in the course of
everyday life. The researchers tried to find more suitable initial topics that
would put people at their ease, and they responded to the participants’ curiosity
about their lives in the United States. Once the participants felt more comfort-
able, the researchers retrieved other questions from memory and inserted them
into the conversation in as.natural a way as possible. They also discovered
that talk flowed more freely when they participated in whatever domestic task
was underway. In sum, the interview was not a familiar or comfortable speech
event o the participants in Chhan-chng. To learn about mothers’ child-rearing
beliefs, the interviewers had to adapt to local communicative norms, all but
abandoning the interview format for a more conversational approach in which
participants had significant control over the topics of talle, multiple speakers
were accommodated, and everyone got on with the domestic work at hand.

Data Analysis

Our objective in this study was to examine the variety of meanings that Center-
ville and Chhan-chng caregivers associated with self-esteem and to delineate
the local folk theories-that contextualize this idea or that offer alternative
understandings of child-rearing. It is beyond the scope of this chapter to present
the full set of data analyses. Instead, we recap the analytical moves involved
in addressing a single subsidiary question: Did self-esteem figure importantly
in the mothers’ folk theories of child-rearing in the two research sites?

It is necessary first to say a few words about terminology. In the American
interviews, the researchers used the term “self-esteem,” but the mothers some-
times used such terms as “self-confidence,” “self-respect,” and “feeling good
about oneself,” and these were treated as synonyms for self-esteem. There is
no term in Mandarin Chinese or Taiwanese that translates directly as “self-
esteem.” However, there are two terms that approximate some of the meanings
associated with self-esteem. One is zi zun xin in Mandarin or chu chun sim in
Taiwanese; the literal English translation is “self-respect-heart/mind.” The
second term is zi xin xin in Mandarin or chu sin sim in Taiwanese; the literal
translation is “self-confidence-heart/mind.”

In ascertaining whether self-esteem figured into the mothers’ understand-
ings of child-rearing, we first determined whether the mothers spontaneously
mentioned self-esteem before the researcher introduced the term, coding from
verbatim transcripts in the original language. We found that the majority of
American mothers invoked these terms in response to a whole range of ques-
tions. For example, some mothers mentioned self-esteem or self-confidence in
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response to the initial question, “What are yoﬁr goals as a parent? What do

you hope for your children?” When the self-esteem questions were asked, most

of these mothers talked easily and fluently. about self-esteem, studding their
responses with real-life examples. ~ |

By contrast, only a few of the Taiwanese mothers brought up self-respect-
heart/mind or self-confidence heart/mind before the researcher’s explicit que-
ries, and no one invoked these terms repeatedly. When asked directly about
these terms, some of the Chhan-chng women did not seem to find these ques-
tions intelligible or meaningful, and no one elaborated on her views in the detail
that characterized many of the American responses. However, the Taiwanese
mothers did talk at length about other child-rearing issues.

After describing how key terms were used over the course of the interview,
we examined all passages in each interview in which the participant talked
about self-esteem or related terms. In keeping with the concept of folk theory,
which implies that parents hpld a set. of ideas that are conceptually related,
we coded these passages in terms of the ideas that the participant linked to
self-esteem. For examiple, every Centerville mother said that self-esteem was
important to children’s development and that she actively tries to build, culti-
vate, or protect her child’s self-esteem. They said that self-esteem provides an
essential foundation for a wide array of psychological strengths: Children who
have high self-esteem are able to learn'and grow with ease; they are not afraid
to achieve; they interact well with others; and their mental health is good.

The few Taiwanese mothers who spoke about self-respect-heart/mind or
sell-confidence-heart/mind linked these terms to strikingly different ideas. For
example, one mother said that it is best for children to have “normal” self-
respect-heart/mind because they will become less frustrated than those whose
sell-respect-heart/mind is strong. This idea contradicts the American mothers’
belief that high self-esteem allows children to keep trying in the face of failure.
In short, the mothers from Chhan-chng believed that high self-respect-heart/
mind creates psychological vulnerabilities, whereas American mothers believed
that high self-esteem creates psychological strengths.

This brief sketch of one set of data analyses reveal that self-esteem loomed
large in the Centerville mothers’ folkk' theory of child-rearing but not in the
Chhan-chng mothers’ folk theory. For the Centerville mothers, self-esteem
served as a central organizing concept, an idea that came readily to mind when
child-rearing was discussed, whether or not the researcher mentioned the term.
The Taiwanese mothers’ folk theories were just as complex, but'they were
organized around the ideas that children grow up naturally and that parents
are responsible for their moral education. The few Taiwanese mothers who
talked about self-respect-heart/mind did soin ways that contradicted the Amer-
ican mothers.

The ethnographic methods used in this research case strengthen the credi-
bility of these findings. First, the intelligibility of the mothers’ responses was’
enhanced by the care that was taken to familiarize the participants with the
researcher and to create a communicative event that fit local norms. If we had
imposed our conception of interviewing on the Taiwanese women and they had
had little to say about self-esteem, we' would not have been able to interpret
their omission as revealing anything about self-esteem. Second, in analyzing
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the mothers’ talk we sought patterns not only in the content of their talk but
in how they expressed themselves. Whether self-esteem was introduced before
the researcher mentioned it, how often the term was used, and in which con-
texts, where there were moments of confusion or unintelligibility—these and
other metacommunicative patterns helped us to determine the place of self-
esteem in the twao folk theories. .

In sum, this research case is offered not as a model.or a recipe but as one
example of how ethnographic work proceeds when addressing a problem ip
developmental cultural psychology. This case departs from classic ethnogrgphlc
research in which the ethnographer begins as an outsider, focuses on a single
culture, and operates out of an implicitly comparative framework. By contrgst,
our study was comparative in design and involved a research team that 9ccup1ed
complex insider—outsider positions from the outset. However, 11!(e classic ethno-
graphic studies, this case exemplifies the systematic but ﬂe:{lblg Fl(?ploymer}t
of method that lies at the heart of ethnographic practice, a flexibility !:hat is
disciplined by the goal of understanding meaning from the per.spectlye.slof
local participants. Sometimes social scientists who have grown up 1n.p051t1v1st
traditions believe that research cannot be empirical and interpretive at the
same time. This case, like much contemporary ethnographic research, demon-
strates that this is a misconception.
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The Descriptive Phenomenological
- Psychological Method

Amedeo P. Giorgi and Barbro M. Giorgi

Phenomenology, as a distinct philosophy in the modern sense, began with the
publication of Logical Investigations (1900/1970) by Edmund Husserl. Husserl's
thought developed continuously, if nonlinearly, over roughly a half century in
which he was active as a scholar and thinker. He influenced many of the.
dominant philosophers of the 20th century who worked in the continental .
tradition (e.g., Heidegger, 1927/1962; Merleau-Ponty, 1945/1962; Sartre, 1943/
1956) and often the thought of those Husserl influenced became more well- -
known than the thought of Husserl himself, often unfairly so (MacDonald,
2001), especially in the social and human sciences. Speigelberg (1982) has
written the classic history of this movement; and the reader is referred to his
work for more details concerning philosophical phenomenology and its history.

There was also a grassroots American phenomenological movement in.
psychology that initiated with the work of Snygg (1935) in the 1930s, especially
Snygg and Combs (1949) later. However, this development took place without
any influence of continental philosophical phenomenology. In essence, phenom-
¢nology means for this tradition “from the point of view of the behaving organ-
ism itsell” (Snygg, 1941, p. 406). The major contribution of this grassroots
phenomenological tradition were pulled together and published by Kuenzli-
(1959). This book contains 14 chapters by the major representatives of this
approach, including Snygg, Combs, Rogers, and MacLeod. A check of all the
references indicates that no major philosopher of the continental philosophical
tradition is referenced in any of the 14 chapters. Only in the selected bibliogra-
phy section at the end of the book are two of Sartre’s smaller works mentioned.
Moreover, the idea of a phenomenological method as applied in psychology is
not articulated in any of the chapters. Mostly the argument was presented as
aneed for a phenomenological “approach,” “perspective,” or “frame of reference.”
This tradition obviously has interesting aspects but it does not touch on the
method to be articulated in this chapter. Neither does the defense of phenome-
nology by Rogers and MacLeod in the famous debate with behaviorism touch
on the manner in which the phenomenological method should be used in psy-
chology (Wann, 1964).
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Most of the major philosophers in the continental tradition strongly be-
lieved that phenomenological philosophy could help psychology in diverse ways.
For example, Husserl (1962/1977) himself, in the summer 01925, gave a course
on phenomenological psychology, but it was clearly a philosophical course on
the mind and its activities from a phenomenological perspective (Scanlon,
1977). Husserl believed that his approach could help clarify the fundamental
concepts of psychology, and as a consequence, psychologists would be able to
use the concepts consistently and more accurately. Merleau-Ponty (1962/1964)
also wrote extensively about the relationship between phenomenology and
psychology and in ways that were quite sympathetic to the psychologist’s per-
spective. He clarified the ideas of eidetic reduction and eidetic intuition and
related the latter to the empirical procedures of induction in penetrating ways.
However, these analyses were conceptual and philosophical even though they

“are very helptul to those psychologists who would adopt a phenomenological
perspective. How one would apply the phenomenological method in psychology
is not detailed. However, the conceptual clarity Merleau-Fonty gives to certain
Husserlian formulae and ideas is well worth the reading. Finally, Sartre (1936/
1962, 1939/1962, 1940/1966) in his early works also claimed to have helped
psychology, even if via “critique.” His two bools on imagination and his short
cgsay on the emotions begin with criticisms of the assumptions that traditional
psychology brings to its labors, and when he presents the phenomenological
alternative Sartre would claim that psychology has been significantly helped.
Salftl*e believed that phenomenological philosophical assumptions help one to
interrogate the experiential world far more accurately than either positivistic or
Jogical empiricism would. Although Sartre’s insights are unmistakably helpful,

Jjust how he achieved what he did is not spoken to—that is, He presented results,

not processe S

" ""The previous paragraph illustrates how philosophers [amiliar with phe-
nomenology touched on the helpful possibilities of phenomenology for psychol-
ogy. It was inevitable perhaps that the opposite effort should also take place;
psychologists familiar with phenomenological philosophy would indicate how
phenomenology could help the development of psychology. These two efforts are
quite different even i the same philosophy is being tapped by representatives of
both disciplines because the sensitivities to the weaknesses of the mainstream
paradigm differed. The philosophers conecentrated on assumptions and concepts
and psychologists looked for methodical help. The American psychologist who
attempted a rigorous interpretation of how the phenomenalogical method as
developed within the continental philosophical tradition could be adapted and
made useful for psychology was the senior author of this chapter (Amedeo;
Giorgi, 1985). Cloonan (1995) has provided an extensive history of this develop-
ment on the North American continent, so we will be brief.

In the early 1960s the senior author had joined a psychology department

that was explicitly existential-phenomenalogical in orientation and his task
was to come up with alternative research strategies consistent with the frame-
work of that approach. Having heard that the phenomenological method was
well-developed in Europe, the senior author spent more than a year in the
1960s contacting every phenomenologist he could find, but he was disappointed
to discover that none of the workers in the field of phenomenological psychology
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was actually using an explicit method. They assumed a phenomenological
attitude or approach, somewhat like the conceptual work of the continental
philosophers quoted earlier, and provided critiques of mainstream psychology
{e.g., Graumann, 1960; Linschoten, 1968) but the performance of concrete
research with an articulated method that generated data that others could
conceivably replicate was not being done. Thus, while Amedeo returned to the
United States empty-handed and disappointed, he realized that he would have
to take up the task on his own, and in the spring semester of 1970, he introduced
a graduate course titled “Qualitative Research: The Phenomenological Method”
wherein he put together the experiences he had gained so far in working
phenomenologically with psychological data and worked through an interpreta-
tion of Husserl’s method adapted to scientific psychological interests. The tex-
tual bases for the method were Husserl's (1913/1983) Ideas I where the method
was first formulated and Merleau-Ponty’s (1945/1962) preface to The Phenome-
nology of Perception. It should be noted that these texts provided philosophical
articulations of the phenomenological method, and the only thing certain was
that those descriptions could not be imitated precisely bec¢ause to do so would
have resulted in a philosophical analysis, and what was needed was to apply
phenomenology to help enlighten situations from the perspective of scientific
psychology. ’ L .

The latter point is important because very often scientific social science
practitioners use Husser!’s (or Spiegelberg’s, 1982) description of the steps of
the method without modification without realizing that such a description is
in the service of a philosophical project. Thus, Moustakas (1994) also provided
an independent interpretation of Husserl’s philosophical method, and he used
Husserl’s transcendental articulations as a guide. However, our perspective is
that the transcendental perspective is wholly philosophical and should not be
a guide for psychological analyses. It is psychological subjectivity that interests
psychology, not the transcendental one. In any case, there are several other
differences between Moustakas’s interpretation of the method and our own,
but these differences cannot be pursued in this chapter.

Phenomenological Status of the Method

As mentioned, phenomenology in the modern sense of the term is dated from
1900 when Husser] published Logical Investigations (1900/1970), although the
phenomenological method itself was not explicitly practiced in that work. It was
in Ideas I(1913/1983) that Husserl made the method explicit. It is important to
appreciate that to make phenomenological claims in the strongest sense one
would have to use some version of the phenomenological method, along with
certain other key procedures. That is why we will first present the philosophical
method as articulated by Husserl, and immediately following, we will articulate
a scientific version of the phenomenological method.

Husserl’s phenomenological method consists of three steps. First, one must
assume the attitude of the phenomenological reduction. There seems to be
great confusion about the phenomenological reduction, in part because Husserl
described several of them and kept clarifying them and in part because many
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commentalors believed that the correct implementation of the reduction was
ot possible. We will speak only of the two. reductions figser jwould want
f()l!owex's to use, either philesophically or ‘scféri’tiﬁ‘é’ahl'ijf;’Ifagmite to perform
philosophical phenomenological analyses, then Husser] would want (o use the
transcendental phenomenological reduction. By the transcendental reduction

Husser! means the assumption of an attitude by the researcher whereby the ™

objects and acts of consciousness are considered to belong to any consciousness
as such. Specifically, in the interest of the most universal findings possible
HUSSGI:I would want to consider the objects and acts under investigation as’
belqngmg to any possible consciousness and explicitly as not belonging to a
hum.an mode of consciousness. Results of this kind of analysis have universal
mmhcations for any imaginable consciousness. That is, a human mode of con-
sciousness is but one type of consciousness: infrahuman organisms or species
an_d imaginably extrahuman species and the way they relate conscious acts to
objects would have to be included. It is the essence of “consciousness as such”
that Husserl was after.

‘ After assuming the attitude ofthe transcendental phenomenological reduc-
t]O.H, the researcher turns to the object whose essence is to be determined. The
ob!ect that triggers off the essential search can be a real object or state of
aflairg or clse something fctional. What happens next is that one tries to
determine the essence of the “given” object or state of affairs by means of the
met‘hod of free imaginative variation. The procedure of imaginative variation
b(;:gms by varying specific dimensions of the given object and one seeks the
el‘f.ect on the object of the removal or variation of the key dimension. If the
object “collapses” as a consequence of the removal of the key dimension, then
one would have to say that the dimension so varied is essential for the ’object
to appear as whole. If the object is only slightly modified but still recognizable
despile the variation of the dimension, then it is considered to be accidental
rather than essential.

. To take a simple and straightforward example, the essence of a cup deter-
mined by means of imaginative variation would be as follows. I can start with
acup with which I am now drinking coffee. It is black, octagonal, and made
of ceramic. ['lhen take a certain distance fromn the specific cup and ask precisély
wh_at it is Lthut determines its “cupness.” That is, the specific cup that I am
using becomes an example of “cupness” as such. But an example, even a good
one, does not articulate essentialness. Discovering essentialness requires a
process and the process involves Imaginative variation. For example, is color—
blclc](nessfessential for a cup to be a cup? No, because not only can nonblack
cups be remembered by us, but we can also easily imagine many other colors
T:hgt a cup could be and it would not affect its cupness at all. Changing colors
I imagination would be varying the dimension of color, but it does not affect
the “cupness” of the cup. How about material? This cup, we said, is ceramic.
But one can easily imagine other materials—glass, wood, metal, and so forth. .
Cupness can be produced by any of the aforementioned. However, materiality
does have its limits. A functioning cup cannot be made of porous material (e.g
net). Thus, nonporous material belongs to the essence of a cup, because ifif.; ig

1lﬁlclking'tthe very possibility of a cup collapses. N onporous materiality is essen-
tial to it.

l
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One can do the same with any imaginable variable concerning cups: size,
strength, aesthetics, and so forth. Whatever a material cup is made of, it would
have to be solid enough to hold a moderate amount of liquid and be graspable
by an embodied creature with a free hand. Having a handle is not a necessity.
Although we used actual experiences and.-memorable past moments in my
example, the whole process could just as easily have been merely imaginative.

The last step of the method is to describe the invariant aspect of the object,
or its essence. This we have done by stating that a cup’s essence is to be
container of liquids manageable by hands. -~ ~ . . . )

Now, one difficulty that is frequently not appreciated is that if one followed
these procedures exactly as described, one would: be doing a philosophical
analysis. The same would be true if one followed Spiegelberg’s (1982) more
extended but essentially similar method. Rather; what is required are changes
that will make the method suitable for scientific. analyses rather than philo-
sophical ones. Although theé fine line between philosophy and science may be
hard to draw, the larger sorts of modifications that we have in mind would
not be. o -
First of all, the order of the steps to be followed is not the same as with
the philosophical procedure. For the scientific level of analysis, one.first obtains
descriptions of experiences from others, then one enters into a scientific phe-
nomenological reduction while simultaneously adopting 'a psychological per-
spective, then one analyzes the raw data to come up with the essential structure
of the experience, which is then carefully described at a level other than that
of the original description. We shall now cover. each of these points in

greater detail.

With the philosophical method, because all -of the work is done by the
philosopher him- or herself, it is possible to enter into the phenomenological
reduction right away. However, within scientific circles such a step would meet
with severe criticisms. It is easy to specify the question that would be effectively
unanswerable if one were to do a phenomenological analysis of his or her own
experiences: How could I prove, the questioner would ask, that my concrete
description was not unconsciously selected and construed to prove that my
theoretical analysis was correct? One could answer this question philosophi-
cally and theoretically from a phenomenological perspective, but it would not
necessarily be effective from the perspective of empirical scientists. Moreover,
when the method was initially introduced in the early 1970s, the psychological
establishment was dead set against qualitative procedures and so it would
have been an uphill struggle to try to justify such a procedure even though it
was strictly legitimate phenomenologically. As a consequence, to minimize the
number of battles to be fought to introduce qualitative research into psychology
in a legitimate way, it was decided not to analyze one’s own experience even
though this step could have threatened the phenomenological claim that we
wanted to malke for the method. We decided that the only recourse left as
scientists inspired by phenomenological philosophy was to analyze the experi-
ences of others, especially those others who had no knowledge of scientific
theories and their vicissitudes. :

The reason that this step could have threatened the phenomenological
status of our method is that within the phenomenological perspective one is
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meant to analyze only that which appears to one’s own streain of co NS 5.
Insolar as we were requesting descriptions of experiences from others, the raw
data of our rescarch comes from the consciousness of others. However, this
database is prephenomenological, and insofar as the descriptions are careful
and accurate depictions of everyday world events undergone by the partici-
pants, it seems to us that there are no rational grounds for rejecting them.
After all, even il one were to describe one’s own experiences, one would expect
that other scientists should accept them as accurate depictions of what the
participant lived through. Moreover, because the participants know neither
the specific purpose of the research nor the specific mode of analysis, they
would not know which way to slant their descriptions. They could possibly
cover up or not reveal fully certain aspects of their experiences, but there are
interview strategies to help overcome such modes. Ultimately, of course, there
are no “perfect” descriptions but only adequate or inadequate ones, the former
being usable and the latter not. Adequate descriptions are those that are
capable of yielding distinctive structures of the phenomenon from a psychologi-
cal perspective.

It should be noted that the necessity of including the expressions of the
experiences ol others within a phenomenological framework has not escaped
the attention of all phenomenological philosophers. Spiegelberg (1964) has
explicitly argued for this move, claiming that it would be an expansion of
phenomenology without dilution, although he argued that the rational justifi-
cation for the practical steps of such a move would have to be carefully worked
out. However, it is apparent that the outcome of the analysis is entirely based
on the psychological meaning discriminations performed by the researcher,
and these are not explicitly stated as such by the individuals having the experi-
cnce. Thus a case could be made that the meaningful psychological results are
all present to Lhe consciousness of the researcher, fulfilling the phenomenolagi-
cal requirement. This also means that the critical check of the original research-
cr’s procedure can be performed by any competent colleague.

The method is also descriptive in the sense that the end result of the
analytical process is a description of the structure of the experience provided
by the participants. After using the method of free imaginative variation on
the elabarated meanings (see later discussion) that the first part of the analysis
produces, the researcher has to describe what the essential constituents of the
phenomenon are, just as was done with the cup. Because the description of
the structure of an experience almost always includes several key constituents,
the description must include the relationships among the constituents as well.
This will be discussed later when an example will be provided.

Having obtained a description from a participant, the second step at the
scientific level is to enter into the phenomenological reduction. It should be
stated at the outset that the phenomenological reduction used at the scientific
! level is different from the trdnscendental reduction of the philosophical level.
The scientific phenomenological reduction used in this instance Husser] called
the psychological phenomenological reduction. What this means is that the
objects or states of affairs experienced are reduced, but not the acts of conscious-
ness with which the objects or states of affairs are correlated. To say that the
objects toward which the acts of consciousness are correlated are reduced is

fconscipusness.
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to say that they are taken exactly as they present. themsglves e)_(cept that no
existential status is assigned to them. Thatis, whgt 1s'exper1enc¢?d is understood
to be an experiential given to the person experiencing the obJ.ect, the person
is genuinely experiencing some given phenomenon,. but the clalml t}}at \fvhat is
present to the person’s consciousness actually exists the way it is g‘wen. is
1ot affirmed. In other words, in the reduction phenomenologists d}stlngu1sh
between the mode of givenness of-an object (its pre'sencie) and how it actually
exists, which might be determined only after}many.cc.)nscmus acts..Phenom?ni)l-
ogists recognize that there is a spontaneocus pqs1tmg of the‘ ex1stenc-e 0 ;1 1(13:
object that normally takes place in everyday life al}d in the reduction t at
positing is withheld. In addition, to use the epoche means to brac.ket pas
knowledge about the experienced object to experience this msta.nce of its O-C'Cllil.l‘-
rence freshly. One could say all of this quickly by simply saying f:hat mt in
the scientific phenomenological reduction one takesywha}:ever is given to ila
phenomenon, except that we are not surethat the expression \ivou]d be'corre‘c z
understood. To be taken as a phenomenon means that.everythmg thatis n9tl cg
with respect to the given is taken to be worthy prec1se1y as a presence in t e
manner in which it is present, but one does not havg to say that thg given Lsf
the way it presents itself to be. One makes no commitment t'o tht.a ex1stfen((::1e E
the given within the reduction. This aspect pf the red1.1ct10n is devised to
help overcome the natural human bias of statllng that things are the way 1’\lzs./e
experience them to be without critical evaluation. Oftep they are, but VV.It in
scientific circles it is better to be sure, and so the eplstemolog}cal claim 1s
concerned with what cannot be known in other ways—how_ @hlngs preserllt
themselves to persons—but they could exist in other ways. A privileged exa”mp e
of what is referred to would be if one said, “This meal seems salty to me. ThAe
person is referring to how the meal presents itself to. him or her, but ther? 1S
awareness that it could be otherwise to others. That is how knowledge claims
are to be understood within the reduction.

Tor the scientific reduction, the acts of consciousness are taken to bg acts
of human beings who are related to and influenced by the v.vor]d. The attltud.e
of the transcendental reduction is quite different and that is what p?events it
from being immediately useful for human scientific purposes. For this rea'sonci
the scientific phenomenclogical reduction is often understood to be a mixe
reduction because the objects or states of affairs are reduced but the acts are
et When it is said that within the reduction everything that presents itself
is to be accounted for precisely as it présents itself, it ‘is a strategy devised to
counteract the potentially biasing effects of past experience. When we encc};m-
ter familiar objects we tend to see them through familiar eyes and thus oiten

. miss seeing novel features of familiar situations. Hence, by gnderstanding that
* the given has to be seen merely as a presentational something rather than the

familiar “object that always is there,” new dimensions of the totgl experience
are likely to appear. This is what is meant when phenomenologists say that

% they want to experience things “freshly” or “with disciplined na.iveté.” Ever} if
objects turn out to be precisely as we first thought, it is more rigorous to give

nuances and “taken-for-granted” aspects a chance to show themselves, because
phenomenologists do want the totality to be accounted for.
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-
L:gpjof" the procedure is to seek the essence of the phenomenon

The th
by means ¢ method of free imaginative variation, but another difference
from the philosophical method is introduced. We are seeking the psychological
essence or structure of the phenomenon and nol the universal essence or the
essence as such. Philosophers tend to seek ultimates and so they always want
universal essences. However, universalization often comes at the price of ab-
straction, but in psychology, the content is as important as the form, and that
means that contextis also important, so the claim made by the scientific method
is only “generality.” That 1s, because of contextual imaginative variation, one
can be sure that the findings of the analysis will hold for situations other
than the one in which empirical data were collected, but the same contextual
imaginative variation teaches us that universality is equally not attainable.

Thus, the very fact that a psychological perspective is declared dominant
in these analyses makes the method greatly different from the philosophical
method. However, perspective is critical for all science, and psychology is no
different. Todoa psychological analysis means to adopt a psychological perspec-
tive, and this will ultimately lead to a psychological essence, which will be
different from a sociological, biological, or historical essence. Each discipline
has to come up with essences that are relevant to its perspective, but care also
has to be taken that the disciplinary essence (e.g., psychological essence) is
nol projected beyond its zone of relevancy. A clash of perspectives or essences
would have to be resolved on grounds other than those being formulated in
this chapter.

A word should also be spoken about the psychological perspective being
discussed. What is being recommended is that the psychological perspective
of the practitioner be adopted, and not any specific theoretical perspective such
as psychoanalytical, cognitive, Gestalt, and so forth, because all of the latter
are theoretical perspectives within psychology. What is being advocated is the
adoption of a generic psychological perspective rather than that of another
discipline such as sociology or -anthropology. We are aware, of course, that
theoretically speaking, the articulation of a discipline-wide psychological per-
spective has nol yet been formulated or accepted. Nevertheless, thousands of
practitioners adopt such a perspective everyday in their concrete work and
happily admit that they are theoretically “eclectic” or neutral, That is the
position we are advocating. The living of the psychological attitude or perspec-
tive is ahead of its theoretical articulation. This is where the general prac-
titioner dwells, except for those who make a point of positing a theoretical
position, and the performance of the phénomenolog‘ical method is a praxis that
requires the same general attitude, ‘

Before summarizing the phenomenological status of the method, one other
point has to be mentioned even though it is not an explicit step of the method—

that is the notion of intentionality, which is, for Husserl, the key feature of .

consciousness. To say that consciousness is intentional is to say that every
object of consciousness transcends the act in which it appears, whether it is a
part of consciousness (e.g., a memory) or outside of it (e.g., a table). For those
objects, called transcendent, that are actually outside consciousness but related
to specific acts that grasp them, the claim can be made that consciousness
relates to objects that are not themselves consciousness and yet the acts that
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grasp them leaves such objects undisturbed. What is importan.t'fori p;)gchglog'y
is the fact that behavior is also intentilc;nal—m‘other words, dir egLe 0 situa-
i f the behavior itself. » o .
tlon%;hzxa?qor}szilrfmary, then, ‘the philosophical phenomenol.og'llcal C{nefghod
requires the assumption of the transcendental%;phenamen_?logica re ttﬁc clion,f
the search for the essence of the phenomenon by mgal?sof the method o
free imaginative variation, and, finally, a careful description of the e?s;{ence‘so
discovered. The scientific phenomenological method also partakes1 ) des:rlp-
tion, essential determination, and-the use o'f a .phenomeno.log'lf:a re S]c :iorlls,
but with differentes with respect to each,crlte'rlon. The scientific Tet. cr)ls ;r
descriptive because its point of departure consists of ?oncrete de?s.cnp t10 s
experienced events from the perspective of'evgryday 1'1fe‘ by partlglpein S, nd
then the end result is a second-order descr1pt19n of the psychologi‘catestset- :
or structure of the phenomenon by the scientific researcher. As 31}115 S i]ecci
essential determination of the phenomenon is sougl:1t by means of th e Tﬁawa
of free imaginative variation, but it is a psy'ch’ologi'call ess.encle ll;at Lerd onnan
philosophical one. In addition, the irnagmgtwe va}';atlf)n is ela orzl. e op an
empirical basis more so than with the phllosoph_lcal 1mp1ement§1 k1>on the
method and thus is more contextually limited. Flnglly, there f:oul eno p;‘f ‘
nomenological method witliout some sort of red}lctl'on, and with thelstl_;le.n i ut:
method, the scientific phenomenological reduction is perfor:med, _whlcl Ls n(':;)
identical to the transcendental reduction because only'the intentiona (?djec{si
of consciousness are reduced, but not the acts. The conscious acts are (:-(1)(11151 ere
to be acts of a human subject engaged with, and rglated. to, the world.

The Specific Procedures of the Method

Thus far we have been mostly theoretical, expla}ining the basics of thedphecrll(;lr?eel;
nological approach. Now we shall list thle s.pec1ﬁc steps to be followed an

2 ide an example of an analysis. ) .
" S'}I]‘EE zzgﬁih alwayspbeg'ins with a description of an experl'encgtt(.) Eg
understood psychologically. The description‘, more oftfan than n(ﬁ:, is ot'ceim;nt
by means of an interview. The purpose of the interview is to havet e pazl 1 Izhat
describe in as faithful and detailed a manner an experience ofa 51tL.1a ion .
the investigator is seeking. Thus, one could be 1p§erestyed in learning, g:lga r,
frustration, anxiety, or whatever, and the.partlm'pant.s rgle as zﬁllor ! Shz
person from the everyday world is to descrlbg a.sﬂ:uatlon'm wh.lc he or b
believes such an event took place. The transcription of the 1nterv;ew, prec:cshei
as it took place, becomes the raw data of the? research. Oncc.e the resea
has the description, the following steps constitute the analysis.

Read for a Sense of the Whole

When one has transcribed verbal data, then the data have‘ to.be read, of COI{}‘S%
The only point to be established is that the entire description has to bebl ea
because the phenomenological perspective is a holistic one. One cannot begin

—"
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an analysis ol a description without knowing how it ends. That is the major
point of this first step. One does not do anything about what one has read—
the subsequent steps take care of that. One simply needs to know the overall
sense of the description before embarking on the next step.

Determination of Parts: Establishing Meaning Units

The ultimate outcome of a phenomenological analysis is to determine the mean-
ing(s) of experience. As a consequence, most descriptions within a research

context are too long to be capably handled in their entirety, parts have to be

established to be able to achieve a more thorough analysis. Moreover, because
the disclosure of meaning is the ultimate outcome, the parts that are established
are based on meaning discriminations, and the results are called meaning
units. Operationally the parts' are determined in the following way. The re-
searcher goes back and begins to reread the description from within the perspec-
tive of the phenomenological reduction and with a psychological attitude, mind-
ful of the phenomenon being researched, and every time he or she experiences
a shift of meaning in the reading of the description, a mark is made in the
appropriate place. One continues in such a fashion until the whole description
is delineated with such meaning units. That is the termination of the second
step. One has to appreciate that there are no “objective” meaning units in the

description as such. The meaning units are correlated with the perspective of.

the researcher. Moreover, the meaning units are not theoretically weighty.
That s, they are merely practical outcomes to help the analysis. All researchers
would not have to have identical meaning units for the procedure to be valid.
The method is judged by its outcome, not by intermediary stages.

Transformation of Meaning Units Into Psychologically Sensitive
Expressions

The reader will notice that there is a progressive refinement of the original
description with respect to its sense. At first one merely reads what the partici-
pant expressed. Then the next step produces meaning discrimninations that are
meant to be psychologically relevant with respect to the phenomenon being
researched. The third step, which is at the heart of the method and where it
bottoms out, so to speals, expresses the psychological meaning of the partici-
pant’s everyday language more directly with the help of free imaginative varia-
tion. The whole purpose of the method is ta discover and articulate the psycho-
logical meanings being lived by the participant that reveal the nature of the
phenomenon being researched. The original description is full of “everyday
expressions” and it is full of references to the participant’s world. The everyday
expressions are often idiosyncratic but still rich with meaning. The meanings
expressed by the participants have to be made psychologically explicit with
regard to the phenomenon that is being researched and not directly as revela-
tory of the participant in his or her personal existence.

In articulating these psychological meanings, one has to avoid two errors.
Clinicians tend to pursue the meanings with respect to the personal lives of

[l
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the participants to the extent that they are available. That would be guisulgg
the personal interest of the participant too far. On the qther hand, 0 ”e
extent that contextualized personal meanings reveal something psy.chologlca y
significant about the phenomenon, they have to be pu.rsued for their releval}ce
for the phenomenon. In other words, personal meanings are pursuec.1 not for
their own sake but for the value they have for clarifying the context in Wh](.lh
psychological phenomena manifest themselves, and therefore, for their role in
1fyi sychological meanings. . . ‘

spec;f}llll:tié)r %otentilil error one should avoid is the use of psychologmal jargon
as it exists in the literature. It is surely a huge problem to.come up with o.rlgmal
psychologically sensitive expressions on the spot, but it is more deleteno%s t.o
try to use already established theory-laden terms. Ea'lch .est.abhshed psycho };)gl-
cal perspective has certain strengths, but also cer.tam limits. Because no ht eo-
retical perspective-is as broad-as the psychological .pers.pectlve as such one
never really knows whether the theory-laden term is 'belng.used in andarﬁa
of strength or not. However difficult, the procedure biases itself tp\}f;/ar tfela
perspective that demands a creative use oflang'uz.ige to come up w1t. care 1:;
descriptions of the invariant psychological meanings .of each meaning unit.
Ordinary language twisted toward psychologically helghtent.ad revelations is
the recommended strategy. Mere labeling should also be avoided.

The Determination of the Structure

The third step of the analysis ends with a seriesof transformed mean_l.n.g umts‘—
that is, meaning units that were originally in the lang.'u.age ofthe part1c1papt :;e
now expressed with heightened psychological sen51't1v1ij w1th're.spect Loh 1e
phenomenon under study. One then practices imag‘matl\fe variation on t ese
transformed meaning units to see what is truly essentlgl abgut them (hkce1
with the cup) and then one carefully describes t'he most invariant c'onnetlz’te.
meanings belonging to the experience, and that is the general st‘:ructur.e. tis
quite possible that terms not found in the transformed meaning. units are
i describe the structure.

requgsgfg turning to the example analyses it may be helpful to the reader to
see a flow chart of the scientific method. It may also be helpful to the 1;eatier
to appreciate that each step of the method is a finer and ‘more particu ar
analysis built on the previous step, until the fourth s.te'p, which is once a.lgaﬁn
a holistic articulation of the phenomenon, except that it is done psychqlog‘mq y
this time. Exhibit 13.1 summarizes the steps that we have been articulating

in this section.

Examples of Phenomenological Analysis of Descriptions

We shall now turn to examples of phenomenological analy.ses. Readers inter-
ested in other examples of analyses or theoretical articulations are referred to
the following sources: Giorgi (1985, 1986, 1987a, 1987b, 1989a, 1989b, 1989c,
1992, 1994, 1997). For the example in this chapter, the data will be tak.en
from a master’s thesis (Sorenson-Englander, 2000) performed under the senior
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Exhibit 13.1. Flowchart Demonstrating the Steps of the Descriptive
Phenomenological Psychological Method

Step |

R intervicws P or
obtains from Pa
description of a
situation reflecting the
phenomenon under
study. The original
description is from the
perspective of ordinary
life or everyday world

[F data collection

was by means of an
interview, R
transcribes it verbatin.
If originally a written

™ description, R works

with it as given.

Within the attitude
of the scientific
phenomenological
reduction, R reads
the transcription or
description to grasp
the basic sense of
the whole situated
description. Nothing
more is done at this
stage.

Step 2

Step 3

Step 4

R, remaining within
the scientific
phenomenological
reduction, then creales
parts by delincating
psychological meaning
units. A meaning unit
is determined
whenever R, ina
psychological
perspective and
mindful of the
phenomenon being
researched,
experiences a
transition in meaning
when he or she rereads
the description from
the beginning. Slashes
are place in the
description at
appropriate places.

Y

R, still within

the scientific
phenomenological
reduction, then
transforms P s
everyday expressions
inlo cxpressions that
highlight the
psychological
meanings lived by P.
This requires thic use
of frec imaginative
variation as well as
rendering implicit
factors explicit.

Basced on the
transformed meaning
units and still within
the scientific
phenomenological
reduction, R uses the
transformed mcaning
unit expressions as the
basis for describing the
psychological structure
of the experience.

R = researcher
P = participant
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author’s direction at Saybrook Graduate School. The phenomenon being re-
searched is known as internalized homophobia, although it is not taken for
granted that that is what the outcome will be. Two examples of data analysis
will be provided because it will help clarify the role of the psychological structure
more easily. What follows next are the transcribed interview data. Appendix
13.1 presents the transcripts of the interviews with P' and P¥, the participants
in this research.

The two sets of data are exact transcriptions of what the participants said.
The method begins with a reading of the entire description, but nothing is
done except for a first grasp of what the participant said. The second step is
the determination of the meaning units, and these are expressed by the slashes

" in the texts. The third step demands that the language of the participant be

expressed in such a way that the psychological meanings within the description
be more explicitly stated. Appendix 13.2 highlights the third step. The column
on the left shows the participant’s words and the column on the right shows
the transformations performed by the researcher to highlight psychological
insights. Finally, the structure of the experience is determined by means of
imaginative variation of the transformed meaning units. Although there is no
space to show the process, the structure itself is presented in Appendix 13.3.

Poststructural Analyses

Although the achievement of the stru_ctﬁre is an important step of the analytical
process, it is not, as some researchers seem to believe, the final step. The
purpose of the structure is to help understand the empirical data in a more
methodical and systematic way. Again, a full analysis cannot be done, but key
constituents of the structure can help understand the variations found in the
empirical data.

First of all, we must remember that what stimulated the study was the
sense that male homosexuals might be “internalizing” homophobia and thus
experiencing negative feelings toward themselves. The participants who re-
sponded to the question posed by the interviewer answered from the perspective
of everyday life. It is granted beforehand that the everyday life description is
richer than any psychological analysis, but it is also true that the psychological
dimensions contained within the description have to be highlighted, made
explicit, and thematized. That is why the analyses in Appendix 13.2 are pre-
sented. They indicate a thematization of the psychological factors whether they
were originally explicit or implicit. But precisely because the participants spoke
from the perspective of everyday life, it is not a priori certain that the phenome-
non they experienced is psychologically equivalent to the everyday understand-
ing of it. As the reader can see, we have labeled the structure differently. We
believe that the complexity of the experience calls for some refinement. There
are “moments” where one can detect the acceptance of the judgment of the
society at large toward homosexuals, but they are only “moments.” The total
experience is filled with many other meanings, including genuine fear of conse-
quences of being publicly known as gay. The respect for the complexity of
the experience and the refinement of psychological understanding are two
consequences of the phenomenological analysis.
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Table 13.1.  Selected Constituents of the Structur

Variations Provided hy P* and P2

e Along With Empirical

Constiluents

Pl

P

Feelings of emolional
ambivalence

Feelings ol unsafety

Curtailing of desires

Selective momentary
acceptance of judgments
of saciety ul large

Some of the people . . .
were really efleminate
and negative??

... maybe this was a good
way to let my parents
know I was different

My partner and I go to see
a therapist to deal with
issues like this . . . but
it’s never going to go
away.

i

I couldn’t tell my parents
that I was gay—not yet
at any rate.

And shame—at my mother
for her reaction—and at
myself I guess.

I dropped out of the race.
Too bad

I was ashamed of my
decision, but I was more
ashamed of being gay.

Pm still pretty scared of
what might happen if
I'm really open about
being gay, especially
with the hate crimes
that keep happening.

I wasn’t ready to be openly
gay, so I dropped out of
the race.

... but I was more
ashamed ol being gay.

Note. Nol all constiluents are listed because the table is for de

monstration purposes only,

Now, if we turn to Table 13.1, a demonstration table, we can see how the
delincation of a structure can help deepen the psychological understanding of

asituated experience. The first constituent listed is called “feelings of emotional
ambivalence.” This is a psychological understanding of certain empirical de-
tails, which are included in Exhibit 13.1, as well as a generalization of a key
psychological factor that belongs to the structure of the experience.

As Table 13.1 shows, empirically P! was quite concerned about how to
reveal to his mother, who had a negative attitude toward gays, that he himself
was gay. P* felt ambivalent about becoming class president. He knew that he
could do a good job, but was it worth being exposed as gay? He decided that
it was not worth it, but not with neutral feelings. He really felt badly that he
was not {ree to use his talents to become a leader of the senior class. Thus,
although the empirical details are starkly different for the two participants,
they both can be subsumed under the psychological heading “feclings of ambiva-
lence.” Thus, the structure generalizes in a psychologically meaningful way
and it helps deepen the essential understanding of the experience by reducing
myriad details to their essential components.

The reader can examine Table 13.1 tc see how the psychological constit-
uents “feelings of unsafety” and “curtailing of desires” are exemplified. Because
“internalized homophobia” was the triggering phenomenon of this research,
we have included the moments of acceptance of outside attitudes as well. Tt is
interesting to note that there was first, in both cases, feelings of shame directed
toward something else before the shame was directed toward oneself. P! was

- ashamed of his mother first, and P? was ashamed that he did not continue to

o
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run for class president. But why, then, should they be ashamgd of themselves
simply-for being gay? Why is this fact worthy of shame gnless, insome measurle,
they looked at themselves in the same way as they behev.ed the straight world
did? However, it is possible that the feeling of shame dlrect-ed toward therp-
selves might not have arisen if shame for something else did n'ot p?ecede 11(:1.
In any case, it is clear that the whole experience cannot be p.1'1mar11y caue
“internalized homophobia.” Tt is even quite possible that w1thogt genuine
threats from the population at large phobic reactions would also d‘1sappga-r.

More could be said about key psychological constituents and their er-nplrlcal
variations, but because this chapter is primarily methodological, we will move
on to other issues.

Some Methbdolo_gical Clarifications

The first two steps of the method are usually not problerpat'ic, but the last two
normally require additional comments. Reading a description 01.11y to ﬁnd out
what it is about is not difficult nor is the ability to create meaning umts‘once
it is understood that anything experienced as a transition even if seemingly
arbitrary is a legitimate candidate. Of course, the meaning units have to be
large enough to have an explorable significance and small enough to be man-
ageable. . ] o ‘
The third step is usually the most problematic because an easily dl’sce{*mble
external criterion is lacking. However, this does not mean that no crlterlz} are
available. Obviously, persons cannot enter each others’ head.s to hgve direct
evidence of what is being experienced. That is why the meaning umt‘s (par?s)
are rendered explicit, so that the critical other can kr.10w which meaning units
are provoking specific forms of psychological explications. However, th(? mgan—
ing units are considered to be constituents that are conte).(t-dependent rgther
than “elements” that stand more or less on their own. This means that Lher.e
cannot be a rigid one-to-one relationship between meaning um?s and.thelr
transformations. Relevant parts of the context outside the meaning unit can
help codetermine the transformation that is articulated. - . _
The purpose of the transformations is to make as e.xph(:lt as possible the
psychological dimensions of the complex concrete experience w1"1tt.en f1:0Tn thg
perspective of everyday life rather than to allow them to remain 1’mphclt an
inarticulate. As one begins the effort to transform the participant’s language,
certain intuitions begin to arise in the researcher’s consci.o}lsness. These first
meanings cannot be simply accepted, but they must be crlt.lcally. evaluated by
means of free imaginative variation. When the researcher is satlgﬁed that the
best articulation has been achieved—phenomenologically spfaakmg, that the
fulfilling content matches the emptily presented sense precisely—then that
transformation is written down and the researcher proceeds to the next mean-
ing unit and recommences the process. . ™
For example, meaning unit 16 for P! is emotionally very powerful. The
transformation tries to render explicit in an essential way the network of
emotional entanglements that are expressed therein. PI. observes, b}lt also
lknew from earlier experience, that his mother reacts and judges negatively to
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manifest gay postures and gestures. But then P' himself says that he does not
like such gestures either although he is gay. Is he identifying with his mother’s
attitude? Butl he also did not like how his mother was reacting to the gay
person, so one cannot say that there is complete identity with the mother’s
attitude. Psychologically, P! says that he wanted to escape the whole situation,
but because the whole reception was centered on him, he knew that he could
not do so without grave consequences. He would like to leave but he must stay.
Once again, like with his homosexuality and with his observation of his mother
toward the manifest gay person, P! is trapped within a situation that provokes
ambivalent feelings. P! was also motivated to tell his parents about his sexual
preference, but observing his mother’s negative, judgmental attitude he real-
ized that she would not be ready to hear this news about himself in a sympa-
thetic and accepting way. Again, ambivalent feelings prevail because P' obvi-
~ously wants his mother’s acceptance at some level and he is fearful that it may
not be forthcoming. Still, he seems not prepared yet for a radical solution
(breaking with his parents entirely) and so he dwells with myriad conflicting
feelings. Meaning unit 16 is basically six lines long, yet we were able to unpack
all of the above from those six lines, and everything stated is psychologically
very important. To leave all of the above implicit makes the psychological
analysis obscure and gives the critical reader no chance to double-check pre-
cisely what aspects of the analysis he or she might disagree with.

Finally, the structure is meant to convey what is truly psychologically
essential about a series of experiences of the same type. Again, the structure
is not meant to be universal but only general or typical. Those aspects of the
experience that are highly specific or contingent would not be part of the
structure. Only those constituents or relationships that are defining for the
phenomenon would be included. The criterion is that the structure would be
radically altered if a key constituent were to be removed. For example, neither
participant that we have presented has declared publicly that he is gay. Can we
imagine gays that have publicly declared their homosexuality also experiencing
some moments of homophobia? We suppose so, but the dynamics could not be

the same as described by these participants. Their lack of public disclosure .

hovers all around everything they say. That is why the idea of lack of public
declaration belongs to the essential description of the phenomenon.

The Scientific Status of the Method

There are still persons today who equate science with quantification rather
than with the most precise knowledge possible, which is what science’s ideal
is. It is true that numbers can provide exactitude, but when the exactness of
the means fits oddly with the mode of questioning and the amorphousness of
the phenomenon, then one ends up with much less than the apparent exactness
that numbers offer. Quantification is a powerful tool when the conditions of
research allow it, but it is not the only means of achieving precision.

Rather, for us the criteria of science are met when the knowledge obtained
is systematic, methodical, critical, and general. To be systematic means that
there is a connection between various subfields within a given discipline—for

[Sv]
W
w0

DESCRIPTIVE PHENOMENOLOGICAL PSYCHOLOGICAL METHOD

example, between learning and motivation or anxiety and performance anfi S0
on. Of course, at any given time in the history of a discipline these connections
may not be well-understood, but at least are recognized as problems to be

“tackled. To be methodical means that certain basic steps that can be followed

by many people to test the knowledge claims that any individual gcientist can
make are available. To be critical means that the knowledge gained by any
method is not simply accepted because it has been gained, but that other experts
within the scientific community challenge the procedures or the knowledge,
including trying to replicate the findings. It also implies tha.t the scientist who
obtained the knowledge also tests it or remains skeptical of it asohe or sh.e goes
along so that greater confidence in the outcome can be established. Finally,

" generality means that the knowledge gained is applicable to situations other

than the specific one in which the lnowledge was obtained. The. clai'm is @ac}e
that the method described in this chapter meets all four of the scientific criteria

" just deseribed.
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Appendix 13.1.
Interviews Concerning the Experience of Internalized
Homophobia by Two Male Homosexuals
(Raw Data of this Study)’

Participant 1:

I: Please describe for me a time in your life when you experienced internal-
ized homophobia.

P': Tt happened after my recital for my Bachelor of Arts degree in. music

performance./ After the recital, there was a reception which had been arranged
by my parents. It was held in a really nice hotel banquet room and everyone

from the recital was invited. I didn’t know about it until the week before the -

recital and when I found out, I didn’t know if this was a good idea./ My parents

didn't know I was gay—and some of the people I knew from the School of
Music, who were going to be at the recital, were really effeminate and might-

give me away. Then I thought maybe this would be a good way of letting my
parents know I was different./ But I was really nervous.

I: Can you tell me more about being nervous?

P T had seen the way my mother had acted once befare around a gay man.

She turned up her nose at him. She said something about him being immoral -

because what he was doing was unnatural/
I: How did your mother knaw he was gay?

P': Well, she didn't, really. T mean, not too many people were coming out

publicly at that time, but he was really swishy and flamboyant. He was what -

my [riends and I refer to as a “Fif."/ My parents thought that everyone who
acted that way was gay. In this case, my mother was right, even though she
was making an assumption. I knew he was gay because, well, because he had
come onto me./ But I turned him down. Actually, T made a point to get away
from him as fast as I could and then I avoided him after that because he was
so—so—alfected. And T wasn’t really sure if I was gay or not—then./ :

I: What happened next at the party?

P': Tshowed up with my partner, who my parents knew as my roommate from
college. We had been living together in a walk-up right next to the campus. A
lot of young men shared living quarters without being questioned, and my

'The thesis is titled “Alleged ‘Internalized Homophobia' as Experienced Among Homosexual
Men: A Phenomenological Psychological Analysis” (2000) and it was done by Kristin L. Sorensen-
Englander. Data from a master's thesis are being used because doctoral material would be tog
long for a chapter of this size. Because the method is holistic, it is not possible to use part of the
description of any one individual. Normally, special one-page descriptions are used in workshops
and demonstrations, but because the descriptions from this thesis are also relatively short, we
decided to use them. Two are being presented because the power of the structure of an experience
can be more elfectively demonstated with a number beyond one. Although the raw data were
taken from Sorenson-Englander - “hesis, the analyses and structure contained within this chapter
were performed by the authors.
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partner and I were not obvious in our behavior or dress./ Most of our gay
friends then and now are not obvious. Who would want to draw attention to

. being a social outcast? Anyway, my parents’ friends pretty much hung out

together by the food, and my colleagues hung out together by the drinks.
There wasn't much interaction between the two groups—maybe because of the
generational differences—but I think it was mostly because my colleagues
made my parents and their friends uncomfortable./

I: Can you tell me more about this—about thinking your colleagues made your

" parents and their friends uncomfortable?

P!: One guy in particular was holding his cigarette like so (participant demon-

strates) and he had his legs crossed—not like a man—Ilike a woman./

I: Is there a difference?

P! Oh yes! Men sit like this (demonstrates). and women—and Fifi's—sit like
this (demonstrates).

I: I see. So it was the gesture and the posture?

P!: (nods). My mom reacted exactly the same way as when she had done before.

‘She was disgusted. And angry that I might have invited someone like that.

Or that I would even know someone like that. Or that I might even be like
that. My parents sort of prided themselves for not having any gay friends. You
know how some people will say “Some of my best friends are gay?” Well, not

- my parents./ Actually, one of my relatives is gay bul na one from my family

has associated with him for years./
I: Was it just this one person, or were there others?

P!: Oh, ya, I guess—one guy was pretty loud—especially after a few drinks.
He giggled a lot. Not laughed—giggled./ But the one who really stood out was
the guy with the cigarette and crossed legs. And it gave me the creeps when
I saw the say way my mother reacted. I wanted to get out o’f there as fast as
possible. But I was the guest of honor. I realized that I couldn’t tell my parents
1 was gay—not yet, at any rate./

I: Have you since?

P': T waited until I had moved across country with my partner, as far away
from them as I could get. It was around my 30th birthday. I wrote them a
letter./ At first, my mother pretended she never got the letter. She would call
and ask if 'd met any nice women./ My partner and I had a ceremony last
year to affirm our commitment to each other, and my mother said I c.hose to
become gay. Both my parents said I should rethink my lifestyle decision. We
haven’t spoken since./

I: Back to the party—what did you feel when you saw your mother react?

P!: Embarrassment—for the way my colleague was acting. And shamg—at
my mother for her reaction—and at myself, I guess./ You l(.now, I experience
internalized homophobia quite often. I can’t be around a Fifi. And tl}ere are
times when I guess that's part of why I continue to see my therapist on a
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weelly basis. My pm't.ner.and [ go to see a therapist together, but I sce one
on my own—to deal w1.th issues like this. It’s not always there, but it’s never
gomng to go away—until other people get over their homophobia./ - ‘

Interview Participant 2
I was really competitive and successful in high school until I decided to get

1nv.olve.d in politics. I was running for senior class president./ I was pretty
active in some gay-related activities but didn’t openly admit to being gay.

Why should I? After all, a lot of people—straight people—were involved in -

celebrating diversity./ .

My opponent in the class elections found out I was gay. I can’t remember
how e but he used that to his advantage. He demanded I withdraw from the
elections or else he would expose me./ I wasn't ready to be openly gay. So, I
Qropped out of the race. Too bad./ I know I would have been a good repre-sent’a;
tive for my class. But I couldn’t risk being ridiculed or attacked. I was ashamed
of my decision, but I was more ashamed of being gay./ o :

I also stopped hanging out with my gay friends from outside the school. 1
imd l:zleen active in1 a %i)}g-fr;?ndly group from the Catholic Church, and volun-
eered once a week at the Food Bank which was specifically for ne ivi
with AIDS./ But I stopped going. 1 made excuéels) for nogshovsisg]i;vll\]/llg

therapist says it's typical—dropping out in order to hide from exposure. Expo-- -

sure malkes you vulnerable to ridicule and violence./ No one called to follow
up. At first I was angry but then I realized the people from the church and
(rom the Food Bank probably understood more than I about respect and confi--
dentiality./

A 'I’n.l pretty open now, but only in certain situations. I do this volunteer
erisis line counseling once a week which, now that I think about it, probably

helps me deal with issues of my own that I don’ recognize in myself until after

I hear about them from someone else who has had a similar experience./I am
grateful to have a committed relationship. We don’t go to the bars. We I.1ave a
fe\fv good fiiends, who are also in committed 1'e1ati6nshipé./ We would like. to
th.mk we live pretty normal lives—but I don’t think we ever will. T guess I'm
still pretty scared about what might happen if I'm really open about beiﬁg gay
especially with the hate crimes that keep happening./ o
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Appendix 13.2. :
Complete Presentation of the Analysis of the Raw Data
of This Research Reflec¢ting the First Three Steps of the
Descriptive Phenomenological Psychological Method

Participant 1:

1. I: Please describe for me a
time in your life when you ex-
perienced internalized homo-
phobia.

P': It happened after my recital
for my bachelor of arts degree
in music performance.

9. After the recital, there was a

‘reception that had been ar-

ranged by my parents. It was
held in a really nice hotel ban-
quet room and everyone from
the recital was invited. I didn’t

_know about it until the week

before the recital and when I
found out, I didn’t know if this
was a good idea.

3. My parents didn’t know I was
gay—and some of the people I
knew from the School of Music,
who were going to be at the
recital, were really effeminate
and might give me away. Then

. I thought maybe this would be

a good way ofletting my parents
know I was different.

1. * P! designates a time in his life when he
might have experienced “internalized homo-
phobia.” He was at a formal social gathering
called into being specifically to celebrate his
recent achievement (BA degree) and artistic
performance (musical recital).

2. P! states that the formal social gathering
that he attended was arranged by his parents
without P's prior knowledge until it was too
late for him to do anything about it except
that it left P! in a state of doubt about the
worthiness of the idea because he was aware
of the mixed values that the people coming
together would have. The formality of the
occasion was heightened by the nice sur-
roundings in which the gathering was to take
place and P1’s doubts were in part provoked
by the idea that all those who attended his
performance were also invited to the celebra-
tion afterward.

3. P! acknowledges that at the time he had
notyetrevealed his homosexuality to his par-
ents, and yet he was aware that some of the
people he knew from his school who would
be attending his performance and the cele-
bration following it were blatant in their
manifestation of their sexual orientation and
he feared that the reading of their behavior
by his parents might allow them to infer that
he, too, was homosexual. On the one hand
this gave rise to the hopeful thought on the
part of P! that this awkward situation might
be the way to inform his parents of his differ-
ent sexual orientation.

Note. * indicates that the researcher’s question has been incorporated in the transformation.
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4. But I was really nervous,

I: Can you tell me more about
being nervous? '

P': T had seen the way my
mother had acted once before
around a gay man. She turned
up her nose al him. She said
something about him being im-
moral because what he was do-
ing was unnatural.

5. I: How did you mother know
he was gay?

P': Well, she didn't, really. I
mean, not too many people were
coming out publicly at that
time, but he was really swishy
and flamboyant. He was what
my friends and I refer to as a
“Fifi.”

6. My parents thought that
everyone wha acted that way
wids gay. In this case v
mother was right, o

she was makingan

I knew he was g because,
well, because he had come
onto me.

7. But I turned him down. Actu-
ally, I made a point to get away
from him as fast as I could and
then I avoided him after that
because he was so—so affected.
And I wasn’t really sure if I was
gay or not—then.

8. It What happened next at
the party?

P': I showed up with my part-
ner, who my parents knew as
my roommate from college. We
had been living together in a

4. *Nevertheless, P' asserts that he was ner-
vous about the interactions that might take
place at the social gathering because he had
observed his mother’s reaction to a gay man
previously and she treated him with disdain
and judged him to be immoral because she
assumed the man indulged in unnatural
activities. )

5. * When questioned about how his mother .

knew that the man she judged negatively
was, in fact, gay, P! responds by stating that
she did not really know. P! recalls that not
many homosexuals were publicly. annouric-

ing their sexual orientation at that time, but

the man that his mother" judged was espe-
cially blatant and manifest in behavior so
that most people would make the inference

that he would want to be known as gay. P

states that he and his friends even have a

special name for gay men who are as blatant . ‘

and manifest as the man was.

6. P! states that he was aware that his par-
ents shared the stereotypical view that if one
portrayed himself as gay, then such a person
v, P! confirms that his parent was cor-
vhis case even though it was an as-
stiipioon on her part. P! states that he did
not have to assume that the person being
discussed was gay because he had made ro-
mantic advances toward P" .

7. P' also states that he had refused the ad-
vances of the other man and even with great
effort made sure that they did not connect
again because P! thought that the man was
too explicitly manifest in his homosexuality.
In addition, P! says that he himself was not
yet sure about his own sexual orientation at
that time.

8. P! relates that the next thing about the’
social gathering that happened was that he
arrived with his partner, whom his parents
would recognize as his college roommate.
They had been living in an apartment next
to campus in an area filled with collegians

DESCRIPTIVE PHENOMENOLOGICAL PSYCHOLOGICAL METHOD 265

wallk-up right next to the cam-
pus. A lot of young men shared
living quarters without being
questioned, and my partner and
I were not obvious in our behav-
ior or dress.

9. Most of our gay friends then
and now are not obvious. Who
would want to draw attention
to being a social outcast?

10. Anyway, my parents’
friends pretty much hung out
together by the food, and my
colleagues hung out together by
the drinks. There wasn’t much
interaction between the two
groups—maybe because of the
generational differences—but I
think it was mostly because by
colleagues made my parents
and their friends uncom-
fortable.

11. It Can you tell me more
about this—about thinking
your colleagues made your par-
ents and their friends uncom-
fortable? -

P': One guy in particular was
holding his cigarette like so
{(participant demonstrates) and
he had his legs crossed—not
like a man—Iike a woman.

12. I: Is there a différence?

P! Oh yes! Men sit like this
(demonstrates). and women—
and Fifi's—sit like this (demon-
strates).

I: I see. So it was the gesture
and the posture?

P!: (nods).

13. My mom reacted exactly the
same way as when she had done

and because neither P! nor his partner were
obviously homosexual by dress or behavior
they were never questioned.

9. P! also states that neither he nor his part-
ner nor most of his gay friends are manifestly
homosexual. The motive that P! gives is that
to do so is to invite social ostracism, thus
revealing that P' is aware of the general neg-
ative attitude toward gays held by the society
at large.

10. P! states that there seemed to be a type
of segregation at the social gathering because
his parents and their friends seemed to con-
gregate in one place (with food) whereas his
peers grouped together in another place
(with drinks). P! was aware that there wasn’t
much socializing between the two groups and
he surmises that perhaps age differences
contributed to the segregation, but P' be-
lieves that another important factor was that
his peers made his parents and their friends
[eel uncomfortable.

11. *When asked by the researcher to reflect
more on the sense of discomfort P! perceived
between his parents and their friends and
his peers P! states that there was one peer
in particular who was oslentatious in his pos-
tures and gestures so Lthat he clearly mani-
fested feminine characteristics. P' was able
to demonstrate these differences to the re-
searcher.

12. When asked by the researcher whether
such a difference was discernible P' explicitly
answersin the affirmative and demonstrated
again to the researcher the differences he-
tween masculine and feminine postures and
gestures and P! affirms that he perceived the
gestures and postures to be provocative to
his mother.

13. P! states that he ohserved that his mother
reacted in this situation the same way that
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helore. She was disgusted. And
angry that I might have invited
someone like that. Or that I
would even know someone like
that. Or that I might even be
like that. My parents sort of
prided themselves for not hav-
ing any gay friends. You know
how some people will say “Some
of my best friends are gay?”
Well, not my parents.

14. Actually, one of my relatives
is gay but no one from my fam-
ily has associated with him for
years.

15. It Was it just Lhis one per-
son, or were there others?
P!: Oh, yea, 1 guess—one guy
wias  pretly  loud—aospecially
after a few drinks. He giggled a
lot. Not laughed—giggled.

16. But the one who really stood
out was the guy with the ciga-
rette and crossed legs. And it
gave me the creeps when I saw
the way my mother reacted. I
wanted to get out of there as
fast as possible. But I was the
guest of honor. I realized that I
couldn’t tell my parents I was
gay—not yet, at any rate.

17. I: Have you since?
P!: I waited until I had moved

she had before. He could perceive that she
was disgusted and angry that her son might
haveinvited someone to his performance who
behaved in such a manner. P'-then thought
that his mother might be upset that he even
might know someone with such gestures and
postures. Then P! intensifies the thought and
speculates that his mother might even come
to think that he is like that, P' was aware
that such an identification would violate his
parents values because they, on the contrary,
would boast that-they know no such people.
He relates that his parents are the opposite
of people who can with confidence say that
they are friendly with people who are in some
sense socially stigmatized and unlike them-
selves, S

14. P! confesses that he is aware that one of
his relatives is homosexual but he is also
aware of the ostracization status of that indi-
vidual because no family member has associ-
ated with him for years.

15. P' acknowledges that there was also an-
other peer who stood out and was loud and
who manifested feminine characteristics
after drinking. '

16. However, P! affirms that it was really the
first person referred to earlier who stood out
at the social gathering with his blatant ef-
feminate gestures and postures. P! was upset
when he saw how his mother responded to a
gay person with exaggerated gestures and
postures, no doubt calling to his mind the
other instance he had observed. P"s percep-
tion of his mother’s response aroused the de-
sire in him to leave the social gathering but
P! appreciated that the whole gathering was
there to honor him and thus conflicted feel-

ings surfaced in him. The major implication

for P! was that he realized that he could not
as yetinform his parents about his sexual ori-
entation.

17. P' states that he has since informed his
parents that he was homosexual, but not in
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across country with my partner,
as far away from them as I could
get. It was around my 30th
birthday. I wrote them a letter.

18. At first, my mother pre-
tended she never got the letter.
She would call and ask if I'd met
any nice women.

19. My partner and L had a cere-
mony last year to affirm our
commitment to each other, and
my mother said I chose to be-
come gay. Both my parents said
Ishould rethink my lifestyle de-
cision. We haven’t spoken since.

20. I: Back to the party—what
did you feel when you saw your
mother react?

P!: Embarrassment—for the
way my colleague was acting.
And shame—at my mother for
her reaction—and at myself, I
guess.

21. You know, I experience in-
ternalized homophobia quite of-
ten. I can’t be around a Fifi. And
there are times when I guess
that’s part of why I continue to
see my therapist on a weelly
basis. My partner and I go to
see a therapist together, but I
see one on my own—tlo deal
with issues like this. It’s not al-
ways there, but it’s never going

a face-to-face setting. P' waited until he
moved as far away from his parents as he
could with his partner, when he was well into
his majority, and then he told them by letter.

18. P! states that his mother seems to choose
to deny the knowledge about his homosexual-
ity because she never acknowledged receiv-
ing the letter, and even more boldly, she
would ask P' if he had met any eligible
women.

19. P! states that he and his partner con-
firmed their sexual orientation and relation-
ship with a ceremony the intent of which was
to reaffirm their commitment to each other.
P! then relates that it is his mother’s impres-
sion that his gay status was a result of a
free choice and thus she believes that he can
rethink and change his lifestyle decision. P!
adds that they have not spoken since that dis-
cussion.

20. * In returning to a discussion of the social
gathering, P' states that when he saw his
mother’s reaction to the exaggerated ges-
tures and postures, he felt embarrassed as a
consequence of the gay man who was behav-
ing that way, especially because it was not
P"s own way of owning homosexual identity.
Moreover, he felt shame in front of his
mother because he could tell that she was
not open to a different way of being sexual.
Finally, P' expressed some shame with re-
spect to himself, he surmises, perhaps indi-
cating some acceptance of the attitude of soci-
ety at large with respect to homosexuals.

21. P! verbalizes that he experiences “inter-
nalized homophobia” frequently, but that
may not be the best expression for his feel-
ings. He gives the example of exaggerated
and manifest gays, but it seems to be more
the style that is antipathetic to P! than the
fact of homosexuality. He also admits that
there are situations in which he does not re-
veal his homosexuality, but he does not clar-
ify further.
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to go away—until other people
get over their homophobia.

Interview Participant 2

1. T was really competitive and
success(ul in high school until T
decided to get involved in poli-
tics. T was running for senior
class president.

2. I was prelty active in some
gay-related activities but didn’t
openly admit to being gay. Why
should I? After all, a lot of peo-
ple—straight people—were in-
valved in celebrating diversity.

3. My opponentin the class elec-
tions found out I was gay. I can’t
remember how. . . but he used
that to his advantage. He de-

22. P! states that he hates himself for not
always revealing his sexual orientation, but
again it is not clear that the lack of revelation
constitutes . homophobia. P' hypothesizes
that perhaps those feelings are the reason
why he sees a therapist on his own in addi-

“tion to seeing a therapist with his partner,

also on a weekly basis. P! claims that his

-solitary therapeutic appointments are to deal

with alleged “internalized homophobia.” Still
P! offers the opinion that although the feeling
is not always with him, he guesses that it
will never go away until nongays get over
their homophobia. This seems to be an ac-
knowledgment that it is not so much a “pho-
bia”that P! {s responding to as actual feelings
of bias against homosexuals by the society
at large.

1. P* states that in many ways he was a full-
fledged successful typical high school student
freely participating in high school activities
until he decided to enter politics at the high
school level by aspiring to become the chief
representative for his class. This would be a
position in which P? would really stand out.

2. P* states that at the time he made the
decision to become politically active he was
involved in some gay-related activities but
he did not admit to being gay to the public
at large. P? did not see any reason why he
should divulge -his sexual orientation -be-
cause he was aware that many people were
involved in celebrating diversity and his
involvement took place under that rubric,
That is, P? took advantage of a situation that
allowed him to keep his sexual identity un-
disclosed.

3. P? states that his opponent for the position
of chief representative of his class, in a way
unknown to him, found out that P? was gay
and used that information to his (i.e., the
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manded I withdraw from the
clections or else he would ex-
pose. me.

4. T wasn't ready to be openly
gay. So, I dropped out of the
race. Too bad.

5. I know I would have been a
good representative for my
class. But I couldn’t risk being
ridiculed or attacked. I was
ashamed of my decision, but I
was more ashamed of being gay.

6. I also stopped hanging out
with my gay friends from out-
side the school. T had been active

"in a gay-friendly group from the

Catholic Church, and volun-
teered once a week at the Food
Bank which was specifically for
people living with AIDS.

7. But I stopped going. I made
excuses for not showing up. My
therapist says it’s typical—
dropping out in order to hide
from exposure. Exposure makes

opponent’s) advantage. The opponent de-
manded that P? drop from the race for chief
representative of his class or else he would
announce publicly that P*> was a homosexual.
Explicitly or not, the opponent used his
awareness of the prejudices against gays by
the population at large as a means of gaining
unfair advantage over P? and the threat was
real enough for P* to terminate his ambition.
It seems that P¥s response was not phobic
but realistic.

4. P*states that at that time he was not ready

‘to publicly announce his homosexuality so he

withdrew from the election race. P? expresses
disappointing sentiments probably reflecting
his own awareness of his competency for
the office.

5. P* states with some confidence that he
knew that he could have been a good repre-
sentative for his class, but he felt that he
could not risk being exposed to psychological
or physical harm. P? says that he was
ashamed of his decision, probably reflecting
a disappointment that he would not stand
behind his actual identity, but then states
that he was more ashamed of being actually
identified as gay, possibly because of his
awareness of the stereotypical social attitude
of the population at large toward gays. This
is a possible moment when P*? is accepting
and identifying with the attitudes of the gen-
eral population toward gays

6. P? states that he also ceased associating
with his gay friends outside the center of
his life space. He had been active with gay-
friendly groups related to church and chari-
table organizations. It seems that the impact
of possible exposure had a withdrawal effect
on P

7. P? reiterates that he stopped all extracur-
ricular gay activity. He did not admit the
true reasons for his withdrawal but made
excuses for his cessation of helping activity.
P?relates that his therapist helped P? under-
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you vulnerable to rldlcule and
violence.

8. No one ca]]ed to follow. up.

At first I was angry but then

I realized the people from the
church and from the Food Bank
probably understood more than

I about respect and confidenti-

ality.

9. P'm pretty open now, but only
in certain situations. I do this
volunteer crisis line counseling
once a week which, now that I
think about it, probably helps
me deal with issues of my own
that I don’t recognize in myself
until afler I hear about them
from someone else who has had
a similar experience.

10. T am grateful to have a com-
mitted relationship. We don’t go
to the bars. We have a few good
friends, who are also in commit-
ted relationships.

11. We would like to think we
live pretty normal lives—but I
don’t think we ever will. I guess
Pm still pretty scared about
what might happen if I'm really
open about heing gay, espe-
cially with the hate crimes that
keep happening.

'staﬁd that his withdrawal was a typical stra-

tegic response to the risk of exposure of his
sexual identity. He was aware that exposure
made P* vulnerable to possible physical and
psychological harm.

- 8. P*states that no colleague associated with

his extracurricular activity called to inquire
about his absence. Initially, this angered P2,
but over time it dawned on P? that his co-
workers probably understood more about the
difficulties surrounding being gay and hence
they showed greater respect and sensitivity
to issues of confidentiality than he at first

realized and he came to appreciate their

stance.

9. p? states that he is more open now, but
still only in restricted situations. This re-
striction to partial openness seems to be a
reflection of genuine fear on the part of P*
rather than anything phobic. P? now has com-

"mitted himself to a type of volunteer crisis
“counseling that he now realizes probably

helps him deal with many of his own issues
concerning homosexuality. Often P2 only rec-
ognizes the personal relevancy of the issues
after talking about them with others who
have had a similar experience.

10. P* states that he is thankful for being in
a committed relationship with someone who
seems to share his values. P? and his partner
do not go to bars and they are able to socialize
with other gay friends who are also in com-
mitted relationships. This type of social life
minimizes the threat of exposure to those to
whom he does not wish to reveal his genuine
sexual orientation.

11. P* states that he and his partner are
aware that they have achieved a relative
sense of normal living, but P? is skeptical
about ever achieving an indistinguishable
normalcy. P? still harbors genuine fears
about a full and open acknowledgment of his
homosexuality and he cites as factors for
these fears the hate crimes that are still be-
ing carried out against homosexuals that of-
ten make the news.
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Appendix 13.3.

The Structure of the Experience of Being the Rec1p1ent
of Socially Negative Judgments and Consequences
on the Part of Nonpublicly Declared Homosexual Males
by the Heterosexual World

For P, who is a homosexual who has not publicly declared his true sexual

identity, the possibility of being the recipient of socially n(?gative judgments

or harmful consequences is experienced as a constant horizonal t.h.reat that

induces feelings of emotional ambivalence, unsafety, and the curtailing of d(’a-

sires. There is genuine fear of premature and undesired full exposure of one’s
sexual orientation before significant others as well as a segment of the popula-
tion at large. The risk of physical or psychological harm as a resu!t of open
declaration is also constantly present. Part of the ambivalence that is felt is a
result of the participant’s recognition that despite potential negative conse-
quences, the person’s authentic sexual orientation is homosexual anq t.h.us
remaining undeclared feels inauthentic. The perc.eived lack of the p.oss.lblhty
of being sexually authentically oneself and yet retain t}}e approval of significant
others, the society at large, intimates, seems perennially to place the person
at the center of disharmonious feelings, including momentary acceptance of

the judgments of the society at large.
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The Psychoanalytical Interview as
Inspiration for Qualitative Research

Steinar Kvale

A qualitative research wave has swept through the social sciences in the past
decades. Interviews, textual analyses, and natural observations have come into
widespread use as modes of inquiry. The qualitative research movement is
interdisciplinary, and an opening of the social sciences to the humanities has
taken place, drawing on hermeneutics as well as narrative, discursive, conver-
sational, and linguistic forms of analysis.

The science of psychology has until recently remained outside the qualita-
tive research movement. This is rather odd, because key modes of qualitative
research, such as the interview, work through human interrelationships, which
are the subject matter of psychology. In addition, substantial areas of current
psychological knowledge were initially brought forth through qualitative inter-
views. In particular this pertains to Freud’s psychoanalytical interview, which
has also inspired subsequent interview research. Piaget’s interviews of chil-
dren’s thought and Adorno and collegues’ interviews about the authoritarian
personality illustrate this point. The Hawthorne interviews with industrial
workers and the consumer interviews by Dichter were also inspired by the
psychoanalytical interview.

In an attempt to advance psychological interview research today, I take
these historical interview inquiries as a point of departure. Rather than follow
the methodological and paradigmatic direction of the qualitative research wave,
I pursue a pragmatic approach, taking the significant knowledge produced by
psychoanalytical and other psychological interviews as a basis for this en-
deavor. Pointing to the paradox that knowledge originally produced by qualita-
tive interviews has become generally accepted but the interview method produc-
ing this knowledge has generally been rejected, I also address the
methodological marginalization of qualitative research in psychology. In the
concluding section I outline two different therapeutic and academic paths of
interview research by addressing questions about human interrelations and
methodology, about objectivity of knowledge and ethical tensions, which arise
when treating therapeutic interviews as research inquiries.
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The Psychological Significance
of the Psychoanalytical Interview

In this section 1 shall point out the significance of knowledge produced in
psychoanalytical interviews, within psychology as well as in culture at large.
I then outline seven key aspects of the psychoanalytical interview, which may
contribute to its richiness in providing new knowledge. Finally, I mention some
problems with psychoanalytical interview research.

The Significance of Psychoarialytically Produced Knowledge

A century after its inception, psychoanalysis still has a professional impact on
psychotherapy, continues to be of interest to the general public and to other
sciences and to represent d challenge to philosophers. Psychoanalysis has
throughout the history of psychology contributed strongly to generating re-
search, and its concepts have been assimilated into the mainstream of psy-
chology and into the larger culture. Central themes in current textbooks of
psychology are based on knowledge originally derived from psychoanalytical
interviews, [or example regarding dreams and neurosis, sexuality, childhood
development and personality, anxiety and motivation, defense mechanisms,
and unconscious forces. To give a quantitative indication of the pervasive
influence of psychoanalysis, it can be pointed out that the Encyclopedia of
Psychology (Corsini, 1994) contains more than twice as many references to
Freud than to any of the other pioneers producing psychological knowledge,
such as Wundt, Pavlov, Watson, Piaget, or Skinner.

The significant knowledge generation of psychoanalysis is not confined to
Freud's original insights. Later psychoanalysts, such as Jung and Adler,
Fromm and Horney, Erickson and Rollo May, continued to produce important
knowledge of the human situation through their therapeutic interviews. Also
the current focus on a “narcissistic” personalify and culture, a clinical term
developed theoretically by Freud, originated with clinical descriptions from the
psychoanalytical interviews of Kohut, Kernberg, and Mitscherlich in the 1960s.

Key Aspects of Psychoanalytical Interview Research

The psychoanalytical interview is usually treated as a therapeutic method in
psychology, and its therapeutic efficiency is a matter of controversy. In this
section 1 address the psychoanalytical therapeutic interview as a method of
research.

The focus is on the concrete descriptive and interpretative knowledge
derived from the psychoanalytical situation, what Klein (1973) has termed the
“clinical theory” of psychoanalysis. The present approach is inspired by the
existential and the critical hermeneutic interpretations of psychoanalytical
therapy by Boss (1963) and Habermas (1971), respectively. Both scholars ana-
lyze the mode of understanding of the psychoanalytical situation while dismiss-
ing Freud’s speculative metapsychological theories. For sake of simplicity in
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this chapter, I will disregard other schools in the psychoanalytical tradition,
as well as later therapies—such as client-centered therapy, family and system
therapy—and limit the discussion to the case of Freud’s classical psychoanaly-
sis, as a result of its historical priority and theoretical significance.

To Freud, the psychoanalytical interview was not only a method of treat-
ment for neurotic disorders; it was also “a procedure for the investigation of
mental processes which are almost inaccessible in any other way” (1923/1964,
p- 235). In psychoanalysis there is an inseparable bond between cure and
research: “It is indeed one of the distinctions of psychoanalysis that research
and treatment proceed hand in hand” (Freud, 1963, p. 120). In Exhibit 14.1 I
outline seven key aspects of the psychoanalytical interview relevant to under-
standing its potential as a research situation. These key aspects are derived
from Freud’s writings on therapy and technique (1963), and they have been
discussed in an earlier context (Kvale, 1999a).

The seven aspects of the mode of understanding of the psychoanalytical
research interview depicted in Exhibit 14.1 have been commonly regarded as
merely practical aspects of the therapeutic technique or as sources of error for
a scientific research method. The mode of understanding of the psychoanalytical
interview falls outside of a conception of psychological science as seeking objec-
tive knowledge in the form of unequivocal, immutable, and quantifiable facts
through impersonal, standardized, and repeatable observations. From the pres-
ent perspective it is the very aspects of the psychoanalytical interview depicted
earlier that have led to its rejection as a scientific method, that contribute
to the significant psychoanalytical knowledge production about the human
situation and its philosophical relevance today.

The mode of understanding in the psychoanalytical interview is in impor-
tant aspects close to conceptions of knowledge developed within existential,
hermeneutical, and postmodern philosophy (Kvale, 1999a, 1999b). From these
philosophical positions the key human aspects of therapeutic interviews are
seen as pivotal for obtaining penetrating knowledge of the human situation,
rather than as sources of error in the quest for objective facts. The case study,
coming again to the fore in social science research, is congruent with the
emphasis on situated knowledge and the philosophical interest in casuistry.
Understanding the interview as a mode of research corresponds with the herme-
neutical and neopragmatic focus on the conversation as the locus of knowledge.
The importance of interpretation of meaning brings psychoanalysis close to
the hermeneutical tradition, where it has been addressed as a “depth herme-
neutics” and as a “hermenecutics of suspicion.” The interrelational base of psy-
choanalytical knowledge production is congruent with the relational approach
of phenomenology and of social constructionism, where the individual is re-
placed by the relationship as the locus of knowledge. The importance of chang-
ing the patient’s understanding and behavior corresponds with a dialectical and
pragmatic emphasis on the intertwinement of knowing and acting. Knowledge
grows out of action and is again validated by its impact on practice. External
legitimation of knowledge by appeals to some grand metanarratives is then
replaced by a focus on the impact of the knowledge. In colloquial language:
The proof of the pudding is in the eating.
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Exhibit 14.1. The Mode of Understanding of the Psychoanalytic Research Interview

The individual case study. Psychoanalytical therapy is an intensive case study of
individual patients over several years that allows far multiple observations and repeated
controls of observations and interpretations of the patients statements and behavior.

The open mode of interviewing. The psychoanalytical interview takes place in the

structured setting of the therapeutic hour and proceeds in an open, often indirect,
manner. The patients’ “free associations” correspond with the therapist’s “evenly
hovering attention” in which one praceeds “aimlessly, and allows oneself to be overtaken
hy any surprises, always presenting to them an open mind, free from any expectations”
(Freud, 1963, p. 120)." - E .
‘ The interpretation of meaning. An essential aspect of psychoanalytical technique is
}nterpretation of'the meaning of the patients’ statements and behavior. The therapeutic
mterp‘retations are open to-ambiguity and contradictions, and to the multiple layers of
meaning of a dream or a symptom.” - : N

The temporal dimension. Psychoanalytical therapy unfolds over several years in a
historical dimension. Freud's innovation of seeing neuratic disturbances in a meaningful
biogmphical perspective . provided the therapist with a uniquely rich context for
interpreting the palients’ dreams and their neurotic symptoms.

The human interaction. Psychoanalytical therapy takes place through an emotional
human interrelation, ‘with a reciprocal personal involvement. The emotional
transference is used by the therapist as a means to overcome the resistance offered to
the therapist when attempting to make the patient's unconscious conscious to him or
her. The psychoanalysts do not seek to eliminate their own feelings toward their patients
but to use this “countertransference” in the therapeutic process as a rveflected
subjectivity. - . k ) '

Pathology as topic of investigation. The subject matter of psychoanalytical therapy

. is the abnormal and irrational behavior of patients in crisis, The pathological hehavior
provides a magnilying glass for the less visible conflicts of average individuals; the
neuroses and psychoses are extreme versions of normal behavior, of what has gone
wrong in a given culture. .

The instigation of change. The mutual interest of patient and therapist is to overcome
the patients’ suffering from their neurotic symptoms. Despite the patients having sought
treatment voluntarily, they exhibit a deeply seated resistance toward changing their
self-understanding and behavior. Although understanding may lead to change, the

-implicit theory of knowledge in psychoanalysis is that a Fundamental uncierstanding
of a phenomenan is first Lo be obtained by attempting to change the phenomenon.

Source. Adapted from Kvale (1999a). Cop_yi-ight © 1999 by Sage Publications. Reprinted by per-
mission of Sage Publications.

Some Problems With Psychoanalytical Research

Pointipg out the irr.lportance of the lnowledge produced by psychoanalytical
interviews does not imply a global endorsement of psychoanalytical theory, with

its many speculative postulates and trends of individualizing, infantilizing,

and sexualizing human activity. Nor does it imply an in foto acceptance of
psychoanalytical case and interview research, which is beset with a multitude
of methodological pitfalls. There are many problems with the private nature
of psychoanalytical observations, the lack of systematic recordings, and particu-
larly with overgeneralizations from selected cases. It should, though, be noted
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that overgeneralizations to normal human behavior in natural settings,
whether they come {rom pathological clinical cases or from artificial laboratory
experiments, are inherent dangers for the ecological validity of psychological
research. The fact that such overgeneralizations occur does not, however, in
general invalidate clinical interviews or laboratory experiments as psychologi-
cal research methods. )

The present analysis suggests that therapists need not always look for
other research methods, but may stick to the craft of interviewing, in which
they already have expertise with techniques of questioning and interpretation
of meaning and use the unique knowledge potentials of the therapeutic situa-
tion for research purposes. This does not imply a carte blanche for any therapist
to declare oneself a researcher and uncritically produce convincing case stories,
a danger that recently has been brought to attention by court cases about
therapeutic production of false memories of child abuse (see, e.g., Acocella,
1998). On the contrary, the importance of personal and theoretical training of
classical psychoanalysts, as well as knowledge of the methodological pitfalls
of the case method and the relevance of linguistic and textual analyses from the
humanities all put extra demands on the expertise of therapeutic researchers.

The psychoanalytical case study may today be reappraised in the light of
current methodological developments of the case method (see, e.g., Frommer
& Rennie, 2001; McCleod, 2001). The psychoanalytical inquiries may also be
combined with other modes of inquiry. For instance, the psychoanalyst Stern
(1985) has investigated infants’ experience of their world by drawing on his
direct observations ol infant behavior and on therapists’ reports of patients’
remembrances of their childhood. In addition, therapists may use their own
therapeutic cases, for example on anorexia, as research material in combination
with the patients’ diaries, questionnaires, and research interviews with the
patients, conducted by the therapist and by colleagues, and also draw on the
cultural attitudes toward eating and fasting as found in literature, painting,
and advertisements, and even venture into literary modes of presentation (e.g.,
Skérderud, 2000). A flexible use of multiple research strategies may contribute
to overcome some of the overinterpretations and overgeneralizations from ther-
apeutic case studies. ‘

Few therapists today appear aware of the research potentials of the clinical
case study, and in their PhD dissertations they apply statistical and experimen-
tal designs to the clinical domain, sometimes with a fervor reminding of an
“identification with the aggressor.” Recent therapies, such as family therapy,
have produced a number of significant and clinically relevant studies for prac-
titioners. However, this therapeutic research has not been widely recognized
and tends not to be regarded as “true” research, even by clinicians, as pointed
out by Chenail and others (Atkinson, Heath, & Chenail, 1991; Chenail, 1992).
The present chapter may be seen as an attempt at self-assertion therapy for the
therapeutic researchers’ low self-esteem concerning the knowledge potentials of
their therapeutic practice.

I shall now turn from the negligence of the research potentials of the
therapeutic interview in current clinical psychology to the inspiration the psy-
choanalytical interview has provided to major investigations within academic
and commercial psychology.
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Two ways out of this therapeutic research paradox emerge. One solution
would be Lo follow up the methodological censorship of the psychoanalytical
research interview to alsocensor the knowledge it has generated, and ban all
psychoanalytically produced knowledge from textbooks of psychological science.
An alternative solution, pursued in this chapter, is to regard the psychoanalyti-
cal interview as onc among many psychological research methods, and investi-
gate its research potentials.

Psychoanalytically' Inspired Academic Interview Research

Interview researchers in psychology need not necessarily cross the border to
the other social sciences and the humanities and import the latest methods
and paradigms ol the qualitative wave. By sticking to their own trade, psycholo-
gists may find many of the necessary interview tools within their own therapeu-
tic backyard. : o

The psychoanalytical therapeutic interview has inspired major investiga-
tions in the history ol academic and commercial psychology. In this section I
discuss two academic interview investigations: Piaget's interviews with chil-
dren and Adorno and colleagues’ interviews with authoritarian personalities.

Piaget’s Intervieivs on Children’s Thought -

Piagel was a trained biologist who was interésted in epistemology. As a means
of understanding the human acquisition of knowledge he instigated innovative
studies of children’s thought. He let the children tallk spontaneously about the
weight and size of objects and noticed the manner in which their thoughts
unfolded, using 2 combination of naturalistic observations, interviews, simple
tests, and quasiexperimental designs.

Piaget’s carly worl was inspired by psychoanalysis; he undertook a train-
ing analysis, briefly analyzed some patients, and joined the Swiss.Psychoana-
lytic Society (see Litowitz, 1999). His paper on “Symbolic Thought and the
Thought of the Child” (1923), presented at the Seventh Congress of Psychoanal-
ysis in Berlin, starts with drawing analogies between the thought of the child
and the forms of symbolic thought uncovered by Freud’s and Jung’s psychoanal-
ysis. In line with the psychoanalytical practice of taking the abnormal behavior
of the patients seriously, and searching for the underlying structure of irratio-
nal thought, Piaget—working with Simon on the development of intelligence
tests—had focused on what the children answered incorrectly and the reasons
they gave [or the wrong answers, believing that the errors might reveal the

underlying structure of children’s thought. His “clinical method” was inspired

by the psychoanalytical interview:

If we follow up each of the child’s answers, and then, allowing him to take
the lead, induce him to talk more and more freely, we shall gradually estab-
lish for every department of intelligence a method of clinical analysis analo-
gous to that which has been adopted by psychiatrists as a means of diagnosis.
(Piaget, 1923, p. 276; see also the preface by Clarapéde in Piaget, 1926/1971)
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Piaget became later more critical of psychoanalysis, while continuing to
enter into dialogue with psychoanalysts and to write in psychoanalytical jour-
nals. In current textbook accounts of Piaget’s research, and in the many investi-
gations it has instigated, the experimental aspect has been dominant, whereas
the clinical interviewing approach and its psychoanalytical inspiration is
rarely mentioned.

The Authoritarian Personality Study by Adorno and Colleagues

Psychoanalytical interviews in Germany in the 1930s had uncovered an author-
itarian personality syndrome. In the work by Fromm, Horkheimer, Marcuse,
and others (Fromm, Horkheimer, Mayer, & Marcuse, 1936) at the Frankfurt
Institute of Social Research this authoritarian syndrome was traced to the
social and family structures giving rise to fascism. Adorno and colleagues
followed up the German psychoanalytical and Marxist analyses of anti-
Semitism in a large-scale research project in the United States on the relation-
ship of personality and préjudice: The Authoritarian Personality (Adorno,
Frenkel-Brunswicl, Levinson, & Sanford, 1950/1993).

The theoretical impetus for the study came from psychoanalysis. Method-
ologically, the project was an innovative combination of clinical interviews and
questionnaires; the inspiration from psychoanalysis appears in the interview
chapter of The Authoritarian Personality. The best way to-approximate an
adequate view of the whole person, according to this view, is through the
freedom of expression the interview offered, because it permitted inference of
the deeper layers of the research participants’ personalities underlying an
antidemocratic ideology. The indirect interview technique with a flexible inter-
view schedule consisted of “manifest questions” as suggestions for the inter-
viewer to pose to throw light on the “underlying questions,” derived from the
project’s theoretical framework. These underlying questions had to be concealed
{rom the research participant so that undue defenses would not be established
through the participants’ recognition of the real focus of the interview. The
authors emphasized the training of their interviewers; close to half had under-
gone psychoanalysis. The interviews were analyzed qualitatively in relation-
ship to the theoretical framework of the study and they were used as a basis
for individual case studies. The interview results were compared with the
findings from the questionnaires, and the interviews also served to check on
the validity of the questionnaires.

The quantitative findings and the construction of the questionnaires, in
particular the Fascism scale, have dominated the psychological reception of
The Authoritarian Personality. The extensive interview procedures—in the
book treated on an equal level with the questionnaires—have hardly been
noted in later psychological reports. A footnote in the concluding chapter,
indicating that a sensitive observer of the human situation may arrive at
similar results as a large-scale psychological research project, has also gone
unnoticed:

There is a marked similarity between the syndrome which we have labeled
the authoritarian personality and “the portrait of the anti-Semite” by Jean-
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Puul Sartre. Sartre’s brilliant paper became available to us after all our
data had been collected and analyzed. That this phenomenological “portrait”
sh.nuld resemble so closely, both in general structure and in numerous de-
-Loils, the syndrome which slowly emerged from our empirical observations
. and quantitative analyses, seems to us remarkable. (p. 475; see also Han-
nush, 1973; Sartrg, 1946/1965; note also Sartre’s reflections on his method
as an existential mediation of psychoanalysis and Marxism: Sartre, 1963)

Psychoanalytically Inspired Commercial Interview Research

I sha.],] no'w turn to two historical studies of commercial psychology, which were
also.mspn'ed by the p.sychoanalytical interview. Their objective was to increase
efficiency and profits in the domains of production and consumption—the Haw-

!;liorng studies of human relations in industry and the motivational consumer
Interviews as pioneered by Dichter.

The Hawthorne Interviews on Human Relations in Industry

The investigations at the Hawthorne Chicago plant of the Western Electrical
Corppany in the 1920s have had a major impact on later industrial production
by instigating changes from a human engineering to a human relations ap-
pl‘oac.h to the control of workers. Experiments on the effects of changes in
!]lummation on production led to unexpected results: Work output and morale
improved when the lighting of the production rooms was increased, as well as
when it was decreased.

Ta investigate the reasons for the bewi]dering experimental findings, the
\\{01’1(@1‘5_ were interviewed, and the results suggested that the management’s
dlsplay of human interest to the workers could be a key factor in increasing
.thclr morale and industrial output. The unloreseen findings were followed up
in what may have been the largest interview inquiry ever conducted: Managce-
ment and the Worker (Roethlisberger & Dickson, 1939/1964). More than 21 ODOO
\vmjkcrs were each interviewed for more than an hour and the interview t;an-
scrlpts analyzed qualitatively and quantitatively. The purpose of the study
w.h}ch was initiated by the psychologist Mayo, was to improve industrial super—,
vision. In a sophisticated methods chapter, interviewing is presented as a new
mode of industrial research, inspired by clinical psychology and anthropology.
The authors mention the influence of Janet, Freud, Jung, and in particular
Piaget, whose clinical method of interviewing children they found particu-
larly useful.

In their indirect clinical interviews Roethlisberger and Dickson recognized
Fhat the sacial relationship existing between the interviewer and the workers
in part determined what was said. The interviewers allowed their workers to
speak spontaneously and they did not limit themselves to the manifest content
of the intercourse, listened not only to what the workers wanted to say but
a.lso to what they did not want to say, and did not treat all that was said as
etther fact or errvor. For this type of interviewing Roethlisberger and Dickson
regarded several years of training as requisite to become a proficient inter-
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viewer. In later psychological accounts of the study’s findings about human
relations in industrial production, the experimental designs dominate and the
study’s more than 21,000 interviews are seldom mentioned.

Market Interviews and Focus Groups

The design and advertisements of consumer products are today investigated
by quantitative and qualitative approaches, the latter particularly in the form
of focus groups. Dichter reported in The Strategy of Desire (1960) a pioneer
study he conducted in 1939 on consumer motivation for purchasing a car. It
was based on case stories, with more than 100 detailed conversational inter-
views. His indirect interviewing technique encouraged the respondents to talk
freely about a subject, rather than to answer “yes” or “no” to a question. He
depicted his interview technique as inspired by the investigations of psychoana-
lysts and termed it a “depth interview,” attempting to go beneath the surface
and to discover real motivations. According to Dichter, the study’s uncovering
of the symbolic meanings of cars and the hidden motivations for driving a car
decisively changed the marketing of automobiles. Although giving a detailed
and sensitive presentation of the depth interview technique, the overall design
of Dichter’s motivational interviews was less systematic than in the Haw-
thorne studies.

Today, combinations of qualitative interviews and questionnaires play a
major role in the prediction and control of consumer behavior. Probably a
major part of qualitative research interviewing today takes place within market
research; for example in the year 1990 more than 110,000 focus groups were
conducted (Greenbaum, 1998). The extensive use of qualitative research inter-
views in market psychology today is hardly recognized in textbooks on psycho-
logical methodology.

What Can Be Learned From Therapeutic
and Therapeutically Inspired Interviews?

The historical interview studies reviewed previously suggest that psychological
interview researchers today need not reinvent the wheel but may learn from
classic psychological interview inquiries in the therapeutic, academic, and com-
mercial domains. I shall here first summarize some features of these studies
in relation to the seven aspects of the psychoanalytical interview outlined in
Exhibit 14.1, and thereafter consider the broader style of psychoanalytical
research, with an emphasis on the training, the theory, and the culture of

the interviewer.

Seven Aspects of Psychoanalytical Interviews Revisited

The psychoanalytical interview has provided direct inspiration for open and
indirect interview techniques and for the interpretations of meaning of later
interview inquiries. The open mode of interviewing was a common characteristic



284 STEINAR KVALE

of Lhe four interview studies discussed earlier; it allowed the research partici-
pants to talk freely, rather than reacting to predetermined standard questions.
(When Time magazine selected for their 2000 anniversary issue the “top 20
scientists and thinkers” influencing the culture of the 20th century, two
psychologists were included—Freud [featured on the cover with Einstein,
surrounded by Milton Keynes, Jonas Salk, and Rachel Carson] and Piaget.
In the biographical text Freud’s and Piaget’s ability to patiently listen to and
observe their clients’ behavior was emphasized as essential traits of their
research.) The mode of questioning was not totally nondirective; the manifest
questions posed to the interviewees could be derived from underlying theoreti-
cal questions.

‘The interview inquiries were directed toward the interpretation of mean-
ing, unfolding the complexities of the participants’ answers, and not forging
them into predetermined categories for subsequent quantification. The studies
entailed a tolerance for ambiguity; rather than seeking unequivocal facts, they

7 listened not only to what a person manifestly said but also to what a person
did not want to say. However, it should be noted that, in these classical psycho-
logical studies, little was reported about the methods used for analyzing the
interviews,

Psychological interview researchers may in this respect learn from the
methods of textual analysis of the humanities, as these are now being applied
in the qualitative research of the other social sciences (see, e.g., Denzin &
Lincoln, 2000). .

With regard to pathology, though this was not the topic of the four interview
studies, they were all open to the nonrational elements of their participants’
answers. Piaget thus directed his interviews toward the errors in the children’s
thought, and the Adorno group addressed the unconscious defenses of the
authoritarian personalities interviewed. The Hawthorne investigators re-
frained from treating all that was said as either fact or error, and Dichter
studied unconscious and irrational motives of consumer behavior.

. We thus find a direct inspiration from psychoanalysis in the four interview
anuiries discussed regarding the open and indirect mode of interviewing, the

- interpretation of meaning, and of taking apparently irrational interview an-
swers seriously—"If this is madness, there is method in it.”

Psychoanalytical research is predominantly based on therapeutic inter-
view case studies. The four later interview inquiries discussed were to a consid-
erable extent case studies, characterized by a methodological eclecticism in
which interviews were applied as one among several methods ﬁsed—including
natural observations, experiments, tests, and questionnaires—to unravel the
meaning of the phenomena investigated. The studies went beyond the single-
subject case to encompass a larger number of interviewees; Freud and Piaget
_reported observations from multiple patients and children, both the authoritar-
ian personality study and the Dichter’s motivational consumer study included
more than 100 interviews, and the Hawthorne study more than 21,000
interviews.

. It may be noted that in the light of these historical interview studies some
dichotomies—such as quantitative versus qualitative, and exploratory versus
hypothesis testing—of current paradigmatic debates dissolve into pseudo is-
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sues. Thus neither quantitative nor qualitative techniques were treated as more
scientific or more legitimate; they rather served as diflerent and supplementary
tools to obtain different forms of knowledge about the phenomena of interest.
The other current dichotomy also absent in these studies was the conception of
gualitative inquiries as merely an exploratory prelude to subsequent scientific
questionnaire and experimental investigations. In the authoritarian personal-
ity study one of the uses of the qualitative interviews was to validate the
findings from the questionnaires. The many interviews of the Hawthorne study
were conducted after the original experiments, to explain the unexpected exper-
imental findings about the effects of illumination on worl.

Some of the key aspects of the psychoanalytical interview outlined earlier -
were not transferable to the academic and commercial interview inquiries
discussed, such as the extended temporal dimension of several years with the
intense emotional human interaction of the psychoanalytical interview and the
instigation of changes in the persons interviewed. Ethical dilemmas involved
by a transfer of such aspects of the psychoanalytical interview to research
settings is addressed in the concluding section of this chapter.

It is paradoxical that, within the discipline of psychology, some of the most
lasting and penetrating knowledge of the human situation has been produced
as a side-effect of therapeutically helping patients to change their lives. One
implication of the knowledge potentials of the therapeutic situation may be a
move from treating professional practice merely as the application of scientific
theories toward also regarding professional practice as a powerful site for
producing knowledge of the human situation. There are scholars today who
take practitioners’ knowledge serious in its own right, often inspired by post-
modern and pragmatic philosophy (e.g., Fishman, 1999; Gergen, 1994; Polk-
inghorne, 1992; Schdn, 1987). A rehabilitation of professional practice as a
site of psychological knowledge production need not necessarily lead to an
unreflective practicism devoid of theory; the history of psychoanalysis testifies
to the possibility of theorizing from the therapeutic situation.

The Training, the Theory, and the Culture of the Interviewer

Psychoanalytical research goes beyond the seven aspects of the psychoanalyti-
cal interview situation discussed in this chapter. They are subordinate to a
general style of research, which puts a strong emphasis on the training, theory,
and culture of the interviewer.

The experience and the training of the interviewer are central for the
interview studies discussed. The academic and personal training of the thera-
pist over several years is a prerequisite for conducting psychoanalytical therapy
and research. Piaget had undertaken a psychoanalytical training and analysis
and followed psychoanalytical seminars—in the authoritarian personality
study close to half of the interviewers had undergone psychoanalysis, and in
the Hawthorne study several years of training at actual interviewing was
considered necessary to become a proficient interviewer. The extensive training
of the interviewers in the classical studies discussed is in stark contrast to the
novice interviewing in much qualitative research today.
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The psychoanalyst secks during the therapeutic hour to listen with an
evenly hovering attention to what the patient tells, and the subsequent inter-
pretations draw on psychoanalytical theory. Piaget’s studies of children’s
thought were based on his epistemological conceptions of the general develop-
ment of human thought. The authoritarian personality study by Adorno and
colleagues was inspired by psychoanalytical theory regarding personality for-
mation and defense mechanisms. The extensive theoretical basis of these inves-
tigations contrasts with the atheoretical empiricism of many current qualita-
tive interview studies. .

The early psychoanalytical inquiries, in particular of Freud and Jung,
were informed by an extensive knowledge of human culture—the knowledge
of the human situation recorded in classical myths, literature, and art. In

academic and commercial interview studies inspired by psychoanalysis, it has .

mainly been the interview technique, rather than the openness to human
culture, which has been appropriated from psychoanalysis. Within the psycho-
analytical tradition an academic formalization has taken place during the
20th century, whereby a theoretical focus on internal ego mechanisms, and of
Ltherapy as the repair of ego functions, became stronger than a focus on cultural
changes and their impact on human behavior. It may be noted that anthropolog-
ical research, which today provides provoking insights into our culture, comes
in some respects close to psychoanalytical research, with their different subject
matter of the individual and the culture taken into account, respectively. This
concerns the use of case studies taking place over extended periods of time,
‘the care to establish rapport with the research participants, the open mode of
observing and interviewing, and the interpretation of multiple layers of mean-
ing. The cultural orientation of classical psychoanalysis contrasts with a cul-
tural abstinence of academic psychological research, where human civilization
is often ignored or treated as a source of error in a modern quest for universal
cognitive mechanisms or laws of human behavior.

Psychological Marginalization of Qualitative Research

We may ask why not only the psychoanalytical interview, but qualitative re-
scarch in general, until now has been methodologically marginalized within a
psychological science. Perhaps quantitative methods in psychology have, be-
yond their scientific value in obtaining knowledge of the human situation, also
served as a scientific legitimation of a new science. Externally, the dominance
of quantitative methodology may have provided the discipline of psychology
with a line of demarcation to competing professions in the market of human
relations—historically from theology, and today from the many competitors
on the therapeutic market (Kvale, 2002). Internally, for a discipline today
characterized by a Babelian theoretical fragmentation, the monopoly of quanti-
tative methodology may have served as a unifying force. Thus in The Interna-
tional Handbook of Psychology (Pawlik & Rosenzweig, 2000), published under
the auspices of The International Union of Psychological Science, therapeutic
and research interviews are hardly mentioned; they do not enter the book’s
chapter by Estes on Basic Methods of Psychological Science. The quantitative
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unification of psychology may today be threatened by qualitative dissidents.
Such concerns appear supported in the chapter on Theoretical Psychology where
the present fragmentation of psychology is addressed: “What has remained is .
a theoretically de-centered discipline that nevertheless is still methodologically
uniform, despite the rising pressure from what is broadly (but somewhat mis-
leadingly) labeled as qualitative psychology” (Stam, 2000, p. 556). '

It remains a paradox that major parts of psychological knowledge have -
been generated by a qualitative method that does not exist in psychological
methodology. General textbooks of scientific psychology today survive parasiti-
cally on knowledge produced by a psychoanalytical method denied a scien- -
tific status.

The Two Paths of Therapeutic and Academic
Interview Research

In this final section I return to key aspects of the psychoanalytical interview, .
particularly the extended temporal and emotional interaction and the instiga-
tion of personal changes, and discuss some implications for interview research
today. Although academic interview researchers may learn from therapeutic
interviews, they should not try to imitate them. By taking account of the ethical
differences between a therapeutic and a research relationship, two different
paths for interview research emerge. The first therapeutic interview path. de-
parts from the standpoint that key aspects of the psychoanalytical interview,
which aims at helping the interviewees change through an intensive emotional
interaction, are cthically out of bounds for academic interview research. The .
therapeutic interview as such should therefore be reflected on and refined as
a research procedure. The second academic interview path departs from the
standpoint that although the strong emotional interaction of the therapeutic

“interview is ethically out of bounds for academic interview inquiries, these

may nevertheless have much to learn about modes of questioning and Fhe
interpretation of meaning from the psychoanalytical interview and clgsswal
interview inquiries inspired by psychoanalysis.

The two paths of therapeutic and academic interview research involve
different rules of the game, different methodological and ethical issues, and
they entail different crafts to be learned. The following discussion may highlight
both some of the knowledge potentials and the hazards when moving into the
field between therapeutic and academic interviews. It will not result in any
step-by-step procedures for therapeutic and academic interview research, bgt
may point out some fruitful directions for pursuing interview research in

psychology.
Psychological Research as Human Interaction
The psychoanalytical interview is part of a personal relationship lasting over

several years, and it goes beyond the verbal dimension to include intuiti.ve a_nd
bodily knowledge. For a psychological science that is based on eliminating
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the human fuclor from methods of invesligating the human situation, the
psychoanalytical inlerview, which is based on this very human interaction,
must be dismissed as unscientific. Psychoanalytic inquiry deliberately furthers
an intense human interrelationship, provoling strong feelings of transference
‘and countertransference. The slow pace of the therapeutic conversation, with
the trust established through a long-term personal interrelationship, opens up
opportunities for layers ol self-disclosure not accessible in brief research
interviews.

_Academic psychology is today essentially a psychology of strangers, a psy-
chology that constructs knowledge of human experience and behavior on the
basis of brief random encounters. In psychological experiments and tests, and
often in qualitative interviews, the researcher meets the anonymous research
participants for a short period, rarely for longer than an hour. Academic pSsy-
chology has largely remained a tourist psychology, constructing a short-term
knowledge of the human situa'tion based on snapshots.

The knowledge obtained in a therapeutic interview also goes beyond the
verbal dimension to also encompass tacit and bodily modes of knowing. Much
of the therapists’ knowledge is based on an intuitive listening to what goes
on in the therapeutic relationship. Freud (1963) thus recommended that the
therapists aimlessly listen to their patients with an evenly hovering attention,
and therefore refrained from taking notes during the therapeutic session, be-
cause it might interfere with an attitude of open listening.

Therapeutic researchers may today enrich their interpretations by drawing
on linguistic and narrative modes of analysis. It should nevertheless not be
forgotten that the observational basis of therapeutical interpretations encom-
passes the lived human relation of the therapy encounter, including the bodily
presence of the patient. In the therapeutic situation, the wealth of information
provided by facial gestures and bodily postures is essential and has been sys-
tematically used within psychoanalytical character analysis and the vegeto-
therapy developed by Wilhelm Reich.

The therapeutic attention to the personal interaction in the inlerview, the
open listening and observing, the focus on a bodily human being may also
be of value to academic interview research. Linguistic modes of analysis are
restricted to an impoverished, disembodied material, desituated from the hu-
man presence ol the interview interaction. Current interview research may
be subject to the tyranny of verbatim transcripts and formalized methods of
_ analysis. One may speculate that if tape recorders had been available in Vienna
in Freud’s time, there would have existed no powerful psychoanalytical theory
today; instead there might perhaps remain a small sect of psychoanalytical
researchers reading and categorizing their transcripts, and discussing their
reliability, rather than attentively listening to the multiple layers of nieaning
revealed in their embodied therapeutic interactions.

Qualitative Research as Methodology or as Craftsmanship

When the human relationship of the patient and the therapist are decisive for
the generation of psychoanalytical knowledge, the question of the methodologi-
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cal basis of this knowledge becomes critical. The psychoanalytical interview
falls outside strict conceptions of method by analytical philosophers, such as:
“A method is a set of rules which can be used in a mechanical way to realize a
given aim. The mechanical element is important: a method shall not presuppose
judgement, artistic or other creative abilities” (Elster, 1980, p. 295).

When qualitative interviews eventually enter psychological methodology
we may perhaps come to encounter a new qualitative positivism. This may be
in the form of attempts to overstep human judgment by the interpretation of
meaning with a quest for mechanical methods of formalized step-by-step rules
and a heavy reliance on computer programs for the interpretation of interview
texts. I will instead, following the Dreyfus model of skill -learning, regard
research interviewing as a skill, where context-free rules characterize novice
behavior, whereas experts increasingly rely on situated emotionally involved
intuitive judgments (Dreyfus & Dreyfus; 1986). ) - _ .

Rather than searching for a methodology free of human judgment, I under-
stand qualitative interviewing as a human interaction, and ‘as suggested by
Mishler(1990), as a craft. The quality of the knowledge produced in an interview
depends on the craftsmanship of the researcher. As a craft, interviewing does
not follow content- and context-free rules of method, but rests on the-technical
mastery and the reasoned judgments of a qualified researcher, acquired
through accumulated experiences of longer periods of training. The emphasis
on the interviewer as a craftsperson does not accredit the interviewer a mystical
infallible status of “the big interpreter.” The interpretations and knowledge
claims put forward by the interview researcher need to be documented and
argued, as in any scientific endeavor, with the ideal of making the line of
reasoning transparent for the reader to follow and evaluate critically.

In contrast to an analytical positivist ideal of psychological research, devoid
of human judgment, the flexibility of approach and the importance of well-
reasoned judgments put a heavy emphasis on the training of the therapist and
on his or her expertise and maturity (e.g., see the chapter “Learning the Artistry
of Psychoanalytical Practice” by Schon, 1987). The level of expertise required
to make psychoanalytical observations and interpretations, particularly the
timing of the interpretations, makes this form of research unavailable for
novice researchers following a standard method.

Learning the craft of research takes place through practice and through
the study of good exemplars of research practice. Interviews with, and biog-
raphies of, Nobel laureates in the natural sciences document how they learned
research in practice through the personal relationships of apprenticeship
within strong research communities. Rather than teaching transferable knowl-
edge, rules, and techniques, these relationships promote an attitude and a
vision, a gut feeling of what makes good science—a style of thinking encompass-
ing not only the cognitive skills but also the values and norms of the science
(see Kvale, 1997).

Eisner (1991) has gone beyond a craft approach to research by arguing for
art as a model for educational research, which involves a connoisseurship
regarding the subject matter of inquiry. In interviews with social scientists at
the Center for Advanced Study in the Behavioral Sciences in Stanford, Eisner -
and Powell (in press) found five pervasive themes throughout the interviews
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that also marl artistic modes of thought and aesthetic forms of experience:
imagination, somatic knowledge, empathic knowledge, a sense of place, and
social-cultural influences on motivation. Again, we encounter a discrepancy
between the demands of a scientific methodology devoid of human judgment
and empirical studies of elite scientific behavior.

L have earlier attempted to spell out techniques and procedures of conduct-
ing and analyzing interviews and came to the conclusion that tentative rules
of procedure may be helpful at initial stages, whereas the decisive factor re-
mained the researcher’s judgments, based on the application of rules according
to the content and context of the interview (Kvale, 1996). When the researcher
is regarded as & craltsperson or an artist, rather than a methodologist, the
importance of studying textbooks on methodology recedes in relation to training
the craft in research practice. It is thought-provoking—with the widespread
use of psychoanalytical knowledge in the social sciences and the humanities
today—that hardly any textbpoks on psychoanalytical résearch methodology
exists. Perhaps we encounter, in some cases, an inverse relationship between
an emphasis on research methodology and the significance of the knowledge
produced.

The Objectivity of Knowledge Produced in Interviews

When the person of the interviewer, with his or her craltsmanship, is essential
to obtaining knowledge, the objectivity of the knowledge gets called into ques-
tion. Qualitative interviews, and in particular therapeutic interviews, have
been criticized for being subjective. An interview inquiry is admittedly subjec-
tive in the sense that the person who is the interviewer is the central research
instrument and the knowledge is produced through the inter-subjective relation
of the interview. The key issue is whether the intrinsic subjectivity of therapeu-
tic and academic interviews precludes the production of objective knowledge,
which I will discuss with regard to four meanings of objectivity.

First, objectivity in the sense of free from partisan bias is a general aim
of research, and distortion by personal or professional bias and prejudice is
always a danger in research. Bias is reduced by the craftsmanship of the
researcher, by his or her systematic cross-checks and verifications of the quality
and reliability of the knowledge generated. Intensive training of therapists
and interviewers can make them aware of their personal influence on the
interaction. ‘

Second, objectivity, in the sense of intersubjective agreement, is a common
requirement of research. Intersubjectivity in the form of “member checks” is
possible when the therapeutic or the academic interviewer checks his or her
interpretations with the interviewee. Intersubjectivity in the form of “peer

checks” may be obtained when recordings from interviews allow colleagues to

inspect, categorize, and evaluate interview interaction and interpretations. In
a dialogical conception of intersubjectivity, the interview attains a privileged
position, with a conversation and negotiation of meaning between the inter-
viewers and their subjects. We may speak of communicative validity, in the
sense of testing observations and interpretations in a dialogue—that is, testing
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the validity of knowledge claims together with the subjects investigated, as
well as with the interpretative community of colleagues.

Third, objectivity may mean being adequate to-the object investigated, _
letting the object spealk, reflecting the nature of :the object researched. The
objectivity of a method then rests on its relation to its object and depends on
the nature of the object investigated. With thé object of the interview understood
as a conversational subject in an intersubjectively negotiated.social world, the
interview as a conversational and intersubjective production .of knowledge
obtains a privileged objectivity regarding the human domain. The interview
is sensitive to and reflects the nature of the object investigated—in the inter-
view the “object” speaks. :

Fourth, objectivity may also mean pragmatically allowing the object to
object. Latour (2000) draws on this meaning of objectivity in the sense of giving
the objects of the natural sciences an opportunity to object to what is told about
them. He dismisses the social scientists’ images. of the natural sciences as
“physics envy”; from the perspective of empirical studies of natural science
research, “The imitation of the natural sciences by the social sciences has so
far been a comedy of errors” (p. 114). Contrary to social scientists’ belief in
imifating the objectivity of the natural sciences by impartiality and complete
mastery of the laboratory set-ups, Latour m_aintains that

if social scientists wanted to become objective, they would have to find the
very rare, costly, local, miraculous situation where they can render their
subject of study as much as possible able to object to what is said about .
them, to be as disobedient as possible to the protocol, and to be as capable
to raise their own questions in their own terms and not in-those of the
scientists whose interests they do not have to share! Then, humans would
start to behave in the hands of the social scientists as inferestingly as nalural
objects in the hands of natural scientists. (p. 116)

Latour pointed to the way in which the social science literature on house-
wives and gender roles has changed after feminism has rendered recalcitrant
most of the potential interviewees. This opened for objectivity in the sense of
“ability to propel novel entities on the scene, to raise new questions in their
own terms and to force the social and natural scientists to retool the whole of
their intellectual equipment” (p. 116).

We may add that an interview, in principle, allows “the objects to object.”
Throughout a century of psychological science, the therapeutic interview has
been one of the rare research situations in'which subjects could talk at length
in their own terms, raise new questions, and also resist and object to the
psychologist’s interpretations of their behavior. The openness of the classical
psychoanalytical situation—Iletting the patient talk while the therapist offers
occasional interpretations—gives ample room for the patient’s objections and
resistance toward the therapist’s interventions. Classical psychoanalysis delib-
erately follows the path of maximum resistance in treating the patients’ objec-
tions. According to Freud, “The whole theory of psychoanalysis is ... in fgct
built up on the perception of the resistance offered to us by the patient when
we attempt to make his unconscious conscious to him” (1923/1964, p. 68).
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[n his arlicle—Constructions in Analysis—Freud (1937/1964) addressed
some common ohjeclions about the validity of the psychoanalyst’s interpreta-
I;IOI?S, in particular regarding the patients’ objections to the therapist’s inter-
pretations. The therapist makes constructions about the forgotten past of the
patient, and he or she conveys those constructions to the patient. Freud
acknowledged that the patients’ ability to object to what the therapist says
about them may be counteracted by the therapist’s authority and sugges-
tive influence.

' Freud drew on what may be termed communicative and pragmatic valida-
T;lon of interpretations. He did not rely entirely on the patients’ self-understand-
ing and verbal communication. He did not treat either the patient’s direct
“)fes” or “no” to his constructions at face value as sufficient confirmation or
disconfirmation, because they were both ambiguous and could be results of
suggestion, as well as of resistance. He went beyond merely verbal “member
checks” and recommended mbre indirect forms of validation, inferring from
the patient’s reactions after he had offered an interpretative construction.
Acknowledging that a patient’s reactions to the therapist’s constructions may
be the expression of legitimate dissent as well as of unconscious resistance
evoleed by the subject matter of the construction, Freud would carefully observe
the patient’s subsequent behavior for indirect forms of confirmation, such as
changes in the patient’s free associations, dreams, the recollection of forgotten
nlem01‘ics, and alteration of neurotic symptoms. We may speak of a pragmatic
validation, which goes further than verbal communication; it represents a
stronger knowledge claim than an agreement through a dialogue—“Actions
speak louder than words.”

‘ I have discussed a common objection to interview inquiries as lacking
F)l)Jectivity by drawing on four conceptions of objectivity: freedom from bias,
intersubjective agreement, reflecting the nature of the object investigated, and
allowing the object to object. An interview inquiry may, in principle, produce
objective knowledge in all four senses, allowing for communicative and prag-
matic validation of knowledge claims. With the conceptions of objectivity out-

“lined, the psychoanalytical interview, rather than lacking objectivity, pushes
the limits of objectivity in social science research, allowing the objects investi-
gated emotionally and verbally to object to what the researcher says about
them, thus being one of the rare psychological research situations in which
Fhe research objects’ objections to the researcher’s interpretations may be talken
into account.

Ethical Tensions in Therapeutic and Research Interviews

Therapeutic and academic interviews aim respectively to help patients change -

gnd to produce knowledge. They are different ethical situations, preclud-
ing any simple transferal of therapeutic techniques to research situa-
tions. The provocation of strong emotional objections from the subjects investi-
gated, thereby obtaining objective knowledge in the sense of allowing the object
to object as discussed earlier, is thus part of an implicit contract for the
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therapeutic interview, but is ethically out of bounds for academic research
interviews. :

Ethics becomes as important as methodology when pursuing the two paths
oftherapeutic and academic interviewing. This relates to the dilemma of mixing
therapeutic and research interests in the same interview situation, the possibil-
ities and rights of the interviewees to object to what is said about them, the
effects of the interpretations given on the self-understanding of the subjects
interpreted, as well as on the broader culture and the use of indirect questioning
modes in a larger social context. . . -

In therapy the main goal is a change in the patient; in research it is the
advancement of knowledge. A therapist needs to consider the ethical tensions
by bringing the role of the therapist and the researcher closer together, particu-
larly where a strong research interest may interfere with the therapeutic
process. Freud thus warned against formulating a case scientifically while
treatment is proceeding, because it could interfere with the therapist’s ability
to listen to the patient with an open mind (1963, p. 120). On the other hand,
an academic interviewer’s ability to listen attentively may in some cases lead
to quasi-therapeutic relationships, which most interviewers have neither the
training nor the time to enter into. In particular, long-lasting and repeated
research interviews on sensitive personal themes may lead the interviewee into
a therapy-like relationship. The creation of close therapeutic interrelationships
over several years, which may be required for obtaining insight into the deeper
layers of personality, are ethically out of bounds for academic interviews.

Objectivity, in the sense of creating extreme situations in which the objects
are maximally provoked to object to the interviewer’s interpretations, is like-
wise ethically out of limits for academic research interviews. The provocation
of extreme patient reactions and taking the resistance and objections of the
patients seriously may be one reason.for the contributions of psychoanalysis
in raising new questions and bringing forth new understandings of the human
condition. A therapeutic ethical license with regard to academic ethical codes
permits the creation of extreme situations of inquiry that open up possibilities
for objectivity in-the sense of allowing “the object to object,” in" word and in
body. Thus, rather than treating therapy as merely a practical application of
theoretical knowledge, we may regard the therapeutic relationship, with its
unique intertwinement of ethics and objectivity, as one privileged production
site for knowledge of the human situation.

The possibilities for giving interpretations and for the validation of inter-
pretations differ in therapeutic and academic interviews. When an academic
interviewer makes interpretations that go beyond the self-understanding of
an interviewee, several ethical issues are raised: Should subjects be confronted
with the new interpretations of themselves that they may not have asked for?
And what should be done about disagreements between the subject’s and the
researcher’s interpretations of a theme? In research interviews, which the
interviewees themselves have not sought, it may be unethical to instigate new
self-interpretations or emotional changes. In therapy it may, in contrast, be
unethical if the therapeutic conversations the patients have sought, and often
paid highly for, do not lead to new insights or emotional changes. The penetrat-
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ing interpretations and repeated critical checks of the subjects’ statements,
which may instigate deep changes in their self-understanding and personality,
are a part of the therapeutic contract, but out of reach for research purposes.

An inherent contradiction in pursuing scientific knowledge and ethically
respecting the integrity of the interviewee has been discussed by Fog (1992).
As a therapist also conducting separate research interviews, she addressed
the dilemma of the researcher wanting the interview to be as deep and probing
as possible cven at the risk of trespassing the person, and at the same time
wanting to be as respectful of the interview person as much as possible, at the
-risk of getting empirical material that only scratches the surface. She reported
the example of a woman who repeatedly and energetically tells the interviewer
how happy she is in her marriage. The woman also gives many verbal and
nonverbal signals denying the happiness, and reports situations in which she
is angry about the marriage. The information obtained by the interview is thus
ambiguous and puts the interviewer in a conflict between scientific and ethical
considerations. Should she accept at face value the woman's version, or should
she follow her hunch that the woman is denying the realities of the marriage
and probe further and point out to her the many inconsistencies and contradic-
tions in what she tells about her marriage? A consequence of the latter could
be a radical challenge to the woman’s understanding of hersell and her mar-
riage. This would have been part of an implicit contract of a therapeutic inter-
view, but is definitely beyond the contract of a normal research interview—
and in fact was not attempted in this case.

The ethical issue of the impact of the therapist’s interpretations goes
beyond the therapeutic relationship. In line with trends in psychoanalytical
theory, the patients’ narratives have often been reported within a perspective of
a therapeutizing individualization, infantilization, and sexualization of human
activity. With the compelling force of therapeutic narratives based on a unique
access to the biographies and the daily lives, to the dreams and the fantasies
ol the patients, a one-sided therapeutizing perspective on human activity has
had a strong impact on the self-understanding of men and women in Western
culture throughout the 20th century. The individualizing perspective of psycho-
analytical interpretations reflected a modernist culture, an individualistic cul-
Lure toward which psychoanalysis has itsell contributed.

Ethical issues of the interaction within therapeutic, academic, and com-
mercial interviews are situated in a broader social context. Within a therapeutic
relationship it is ethical to “by indirections find directions out”—here exists a
common interest of both therapist and patient to promote change, and indirect
forms of questioning and validation can be necessary parts of the joint venture
ol helping the patient change. In academic research, however, indirect inter-
viewing to get beyond the research participant’s defenses violates an ethical

requirement of informed consent. In the authoritarian personality study an -

indirectinterview technique was deliberately applied to get beyond the research
participants’ defenses and obtain knowledge about their reasons for anti-
Semitism. Concealed modes of questioning become ethically more questionable
in commercial interviews, with opposing interests of the parties involved. The
Hawthorne interviews served the management interest in increasing the
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workers' morale and productive output, and motivational market interviews
serve to manipulate the behavior of consumers without their knowledge.

-Although qualitative interviews within humanistic and feminist psychol-
ogy sometimes are viewed as in themselves a progressive alternative to behav-
iorist experimentation, we should not forget that historically, as well as today,
a large part of psychological qualitative interviewing takes place in the interest
of management control of workers and in particular by the manipulation of
consumer behavior. Interview interventions, which can be ethically desirable
within a joint therapeutic venture of helping -a person change, may become
ethically questionable in academic settings and unethical in larger social con-
texts with opposing economic and political interests, such as between manage-
ment and workers. Although the vested and conflicting interests and power
contexts of commercial interview research are rather visible, potentially less
obvious partisan interests and power contexts of apparently impartial academic
interview research need as well be taken in ‘account.

Conclusion

Knowledge originally generated in psychoanalytical interviews has changed
the ways we-understand our selves and our world, and today it belongs to the
core of the psychological discipline. I have attempted to spell out some aspects
of the mode of understanding of the psychoanalytical interview and also docu-
mented how it has inspired classical interview studies within academic and
commercial psychology. o

Two different paths for pursuing interview inquiries in current psychology
have emerged. On the first path, therapists, rather than being hampered by
low research self-esteem, may conduct research by sticking to their trade, and
develop its unique potentials for obtaining knowledge of the human situation,
following Freud’s approach of letting research and treatment proceed hand in
hand. On the second path, academic interview researchers may today learn
from the knowledge potentialities and intricacies of the human interaction in
therapeutic interviews, taking account of the differences of ethics and objectiv-
ity in the therapeutic and the research interview.

No straightforward transfer of psychoanalytical interview techniques to
academic research interviews has been proposed or any simple step-by-step
procedures for conducting academic interviews. The psychoanalytical interview
raises principal challenges to established conceptions of psychological knowl-
edge and methodology. The therapeutic aim of helping persons change allows
for therapeutic interventions that are ethically out of bounds for academic
purposes of knowledge production; differences that make the therapeutic situa-
tion one extreme and privileged site for generating objective psychological
knowledge. A focus on therapeutic interviews as research situations highlights
tensions in the use of human relationships for research purposes, which in less
visible forins also pertain to academic interview research—tensions between
methodology, ethics, and politics in producing of knowledge of the human
situation.
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temporal dimension of, 285, 286
therapeutic, 287, 288
training for, 285
Psychological phenomenological reduction,
248249, 251
Psychological research
case studies in, 277, 278, 279, 284, 286
naturalistic context of, 6, 8
prohlems with, 278-279
qualitative vs. quantitative, 3—4, 20
scientifie, 8
Psychology
science of, 17-19, 28, 258-259
Psychology of Women Quarterly, 50
Psychophysics, 17 !

Qualification, defined, 20
Qualitalive research. See also Discourse analy-
sis; Ethnographic methods; Grounded the-
ory; Narrative psychology; Paradigms, in
qualitative rescarch; Participatory action re-
search; Phenomenological psychological
method; Portraiture; Psychoanalytical inter-
view; Qualitalive research methods courses
analysis in, 41-42
arts-based approach Lo, 27-28
defined, 4, 20, 24, 49
development of, 17-19, 24
generalization in, 24-25, 42
history of, 24
how vs. why, H7-58
interpretation in, 23
interrelationships of data, 9
judgments in, 22
language in, 24, 59-60
objectivity of, 290-292
perspective in, 21-22
puhlication and, 28
vs. quantitative, 3—4, 10, 20, 31, 32, 40, 51,
52-55
reflexivily in, 62-63
strategies for, 6
structural corroboration, 26
teaching of, 13-14
themes of, 289-290
types of, 49
uses of, 8-12
validity and objectivity in, 5-7, 25-26, 118
video methods in, 8-9, 113-128
Qualitative researchers. See Researchers
Qualitative research methods courses, 13—-14
graduate classes, 14, 28, 50, 188
undergraduate classes, 13—14, 50, 188-189

Quantification, 40, 258

defined, 36
Quantitative rescarch, 38

as map-making, 10

vs. qualitative, 3-4, 10, 20, 31, 32, 40,

51-565

validity and ohjectivity in, 5-7
Questiobnnaires, 279

in anti-Semitism study, 281

Race
of investigator, 60-61

Reality
judging of, 4-5
and positivism, 34

Redemption, 184-185

Refiguration, in narrative, 101

Reflexivity, 160-161
in narratives, 102-103
in gualitative research, 62-63

Reich, William, 288

Reichenbach, Hans, 18

Reincarceration rates, in prisen study, 180—
183, 186

Reliability
in’quantitative resecarch, 42

Researchers. See also Interviewers; Participa-
tory action research
ethics of, 65
participatory aclion, 175-196
in prisan study, 187
qualitative decision making of, 20
questions of, 4, 57-58, 78-80
race of, 60-61
relationship with participants, 61, 223-224
subjectivity of, 62-63, 160

Research portraits. See also Portraiture
defined, 199

Research strategies, in qualitative research,
12, 44

Sampling
in ethnography, 226
in grounded theory, 136, 151
size, 7
theoretical, 151
in video methods, 115
Saybrook Graduate School, 255
Scientific method
development in psychology, 17-19
Self-censorship, 190
Self-esteem
American preoccupation with, 234
folk theory of, 233-239
promotion study, 233-234, 237-239

Semantic ambiguity, 28
Senior citizens, See Elderly
Setting
and discourse analysis, 79, 81, 90
and ethnography, 223
Sherif, Carolyn, 50
Sherif, Muzafer, 50
Situated analysis, 8~9
Situation
in discourse analysis, 76
Skill learning :
Dreyfus model, 289
Skinner, B. F., 276

Social coustructionism, 34

Socialization, 221
Sociolinguistics, 74
Soltware. See Computer programs
Sauth Africa, 177

Split selves, 183-184

Sri Lanka, 53, 64

Stegner, Wallace, 27
Statistical generalization, 24
Storytelling study, 229233
Structural corroboration, 26
Style, 95

~ Buicide, 53-54

Sweden
study of women workers, 58-59

Taiwan, 226
farming community in, 234-235
sell-esteem promotion study, 233-234, 237-
239 .
storytelling study, 229-233
Tape recordings, 73
analysis of, 74
minidisk recorders, 82
Teaching, 113~
Odawan teaching study, 122
qualitative research, 13-14
Temporal contexts
and positivism, 39
Theoretical agnosticism, 138
Thearetical integration, in grounded theory,
148
theoretical sensitivities, 149
Theoretical methods
in research, 44
sampling, 151
Therapeutic interview, 287, 288
Thompson, Aca Lee, 203
Thorndike, E. L., 18
Toccoa Falls College, 126
Tolman, Edward Chase, 19
Transcendental phenomenological reduction,
246, 248, 251
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Transcriptions
in Listening Guide, 167-168
in video melhods, 117
symbols in discourse analysis, 77
systems lor, 82-83
Tree symbolism, 12, 140-141, 142, 146, 147,
150. Sec alsn Welsh community study
Trobriand Islanders, 219

United Kingdom, 140
helpline study, 76-78
pulitical ideology study, 80

Unity, in portraiture, 215

University of Georgia, 126

Validity, 8, 25
communicative, 290-291
consensual, 26
contextual, 64
in discourse analysis, 85-87
pragmatic, 292
of psychoanalysis, 292
in qualitative research, 5-7, 25-26, 64, 118
- in guantitative research, 42
Video methods, in qualitative research, 8-9,
73, 113-128
collecting data, 113-116
data analysis, 116-123
and educational psychology, 113
in ficldwork, 227
hidden comeras, 115
microanalysis in, 121-123, 124-126
multiple cameras, 114, 116
multiple sites, 117-118
positioning the camera, 115-116
reaclivity, 115
scientific objectivily of, 114
self-observation, 113
separating audio track, 119-120
transeriptions, 117
tripods, 114
Videorecorders, 82, 113
Violent Crime Control and Law Enforcement
Act, 178
Volkerpychologie (folk psychology), 96, 97
Von Neurath, Otto, 18

Wales, 132, 141. See also Welsh community
study -

Walker, Alice, 179

Watson, John B., 18, 276

Welsh community study, 132, 141-151
data analysis matrix, 147
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Welsh community stady, comtinued
data transeripts, 14— 144
theoretical sensitivities in, 149

White, Robert, 50

Wine eritics, 21

Women. See also Feminism: Gender

child-rearing practices, 233
completion of college, 183-187
female circumeision, 52-53
girls’ development, 165

and Listening Guide, 158
marriage, 294

maotherhood, 9

maothers and depression study, 160, 161
162, 165-166 :

perceptions of own body, 53
political oppression, 109-110
prison study, 178-194
single motherhood, 61 .
violence against women, 179, 187-18;
worker vs, household roles, 58—59

Worker studies
Hawthorne studies, 275, 282-284, 294-995
Swedish women, 58-59

Wundt, Wilhelm, 17, 49-50, 96, 219, 276
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