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P reface

arrative, narrative identity and narrative research are nowadays probably
the rnost com m only referred to term s in hum anistic, social Scientific and 

educiational literature. Some even speak about a narrative turn. Nevertheless, 
the idea of narrative research and its basic concept are unfamiliar and obscure 
to mctny. This obscurity arose out of suspicions surrounding  the application of 
the narrative approach in research. For this reason many students and researchers 
m ig h t well en co u n te r som e difficulties vvhen p lanning  and executing their 
narrative research projects. The editors of this anthology hope that it will help 
to ernlighten the nature of narrative research and increase the understanding of 
the narrative approach. A nother aim  of this anthology is to participate in the 
in ternational discussion concern ingthe theoretical and philosophical foundation 
of narrative research.

The first part of the book consists oi Studies about the fundam ental issues of 
narrative research. The section begins w ith an introduction to narrative research, 
its cu rren t trends and  theoretical loundations. The o thcr articles clarify the 
relationship betvveen narrative research and history, the relationship bctvveen 
the researcher and  the inform ant in narrative research and the concept of 
narrative identity.

The second part of the book is solely dedicated to the problem  of truth. In 
this section ph ilosophers discuss, am ong other things, the possibilities and 
impossibilities of the correspondence theory of tru th  in the context oi narrative 
research. And any discussion of truth m ust also include a discussion oi power. 
The last article in this section deals w ith Friedrich N ietzsches and Michel 
Foucaults history and biography critical rem arks on tru th  and confession.

The articles in the third part of the book are narratives about telling narratives. 
Teachers and  studen t teachers teli stories about the act and experience of 
story-telling. The authors reflected on how stoiy-telling has changed their identity 
and how they start to live their Story. The last article in the section introduces 
the concept of Duography. Il is a story about interviening of the stories of a 
doctoral studen t and a professor.
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The fourth part oi the book consists oi examples of the use oi narrative 
research in Finland, Norway, Israel and Belgium. The geographical curve 
oi these articles moves from Lapland to the Middle East through Central 
Europe. The polyphonic narrative data concerns personal growth vvithin 
the iield of teacher education, the micropolitical connections of student 
teachers, teachers’ narratives about school reforms and the role oi body in 
kindergarten teachers’ narratives. These articles provide a comprehensive 
glimpse into the practice oi narrative research in teacher research in different 
countries.

The making of this book would not have been possible without the 
support of the Finnish Academy project Teacher in Change. The aim oi this 
project -  led by prolessor Leena Syrjälä -  is to introduce the narrative - 
biographical approach into the research and discussion of teacherhood. In 
addition, the project aims at describing the moral-ethical orientation that 
is implicit in teachers’ biographies. it also aims at unders tand ing  the 
consequences of school reforms in teachers’ “week-day” and at combining 
the analysis of biographies with theoretical and philosophical enquiry. The 
narrative data have been collected by diilerent methods and it includes the 
biographies oi about 100 teachers, mainly hailing from Northern Finland. 
The storytellers are teachers of different educational levels (kindergartens, 
schools, universities etc.). Some of the articles tn parts three and four are 
based on these materials.

The editors would like to give Special thanks to the translators and 
language correctors -  Lissu Moulton, M.Se. and Lie.Phil. Sirkka-Liisa Lei­
nonen. They provided invaluable support in guiding the clumsy Finnish 
writers in English.
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N arrative is a m ode of verbal represen tation  so seem ingly natural to hum an  
consciousness that to suggest that it is a prob lem  m ight well appear pedantic. But 
lt is precisely because the narrative m ode o f rep resen te tion  is so natural to 
h u m a n  consciousness , so m u ch  an aspect of everyday speech in o rd ian ry  
d iscourse, that its use in any field of study  aspiring  to the status of science m ust 
be suspected .

H ayden W hite





I

N a RRATIVE RESEARCH -  A POLYPHONY





Th e  articles in this section deal with the basic concepts and  theoretical 
Foundation of narrative research. H annu  Heikkinen s article W h a t c v e r  is 

n a r r a t i v e  research  is an introduction to this vvidely used approach. There has 
been an enorm ous am ount of interest amongst educational and social scientists 
in narrative and autobiographical research. Soine writers have even referrcd 
to a paradigm  change or a change in knowledge culture. According to Heik­
kinen,  narrativity in research is a multifaceded creature. Narrative research 
has as  many goals as there are researchers in this field. Narrative research is 
not a  method, nor is it a school of thought. Rathcr, it is a loose frame of reference, 
the only com m on character of which is that attention is paid to narratives as a 
producer and transmitter oi reality.

In  his article N a r r a t i v e s  in h is tory ,  f ic t io n  a n d  e d u c a t i o n a l  r e se a rc h ,  Da­
vid Bridges asks: YVhat is the relationship betvveen the educational research 
repor ts  and  fictions? In research -  as in literature - there are m any different 
ways of storying the sarne events. Il is for this reason that the notion of any 
s im ple co rrespondence betvveen the publishcd narrative and the events has 
a lready been rendered seriously problem atic . Bridges ques tions  vvhelher 
this elision betvveen educational research and narrative fiction implies that 
there vvas no real difference between the tvvo literary forrns? VVhat, if anything, 
d is t inguishes history (biographical research) from the historical novel? And 
why or for vvhat purposes  might one prefer history? VVhat does history do 
for us that fiction or the historical novel does not?

In the ir  article Face  to  fa c e  -  T h e  h u n n in  d i m e n s i o n  in th e  b io g r a p h ic a l  
i n t e r v ie w ,  Raija Erkkilä and Maarit Mäkelä explore one of the most rarely 
studied aspects of narrative research. That is, the relationship betvveen the 
researcher and the informant. Erkkilä and Mäkelä claim that vvhile a large 
n u m b c r  of na r ra t ive -b iog raph ica l  research  rep o r ts  an d  m e thodo log ica l  
handbooks  discuss empirical research, the actual practice of collecting data 
and, more specifically, the experiences of biographical researchers in doing 
research are rarely presented  and discussed. Erkkilä and Mäkelä ask hovv 
researchers should  confront their own experiences in intervievv situations 
and rellect the m eaning they apply to the research process.

One of the most elementary concepts in narrative research is the concept 
of narrative identity. This concept is actually representative of a field of



philosophical disputes. Arto Laitinens article C h a r le s  T a y lo r  a n d  Paul  R ic o e u r  
on  S c l f - l n t e r p r e ta t i o n s  a n d  N a r r a t i v e  I d e n t i t y  sheds light on this matter hy 
presenting an analysis oi two famous contemporary philosophers. Laitinen 
claims that rnany oi the characterisations that Paul Ricoeur uses to describe 
his hermeneutical theory oi narrative identity apply to Charles Taylors theory 
as well. There are, however, also difterences. Ricoeur takes a detour through 
the structural analysis oi narrativity and stresses the role of emplotment. 
Taylor, on the other hand, stresses the role of strong evaluations as the 
central theme of the narratives. Ricoeur thinks narratives are a privileged 
form oi organizing temporally distant events, whereas Taylor connects 
narrativity tuore closely vvith practical reasoning. Yet they both think that 
both ethical and narrative aspects are necessary in analysis oi the creation 
oi ones identity.
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H a n n u  L. T. H e i k k i n e n

W HATEVER IS NARRATIVE RESEARCH?

C aterp i l lar .  T he  a r c h e t y p c o j  a m a c h in e ,  full  o f  pcnver  a n d  inascul in ity .  T h e  nai se o f  the  
c h a i n  t ra c k s ,  the  s nieli  o f  oil a n d  e x h a u s t  g a  s. T h e  p o w e r f u l  n o ise  o f  the  r o b u s t  d iesel  
e n g in e .  Feel  the  p ow er ,  b e c o m e  s o m e b o d y, b e c o m e  C a te r p i l l a r

Th e  previous text was not written by a copywriter  a l though lt perhaps 
co u ld  have been. Caterpillar b ra n d  is an exam ple  of how  we build  

vivid mental images a round  sonie products.  In business and merchandis ing, 
the crcation  of images and b rands is becom ing  increasingly based on the 
stories w hich  are gathered a round the products  themselves. The evocative 
narratives are then subsequently  connected  and  applied  to a wide variety of 
p roduc ts .  In Caterpillar, the imago of a p roduc t has been applied  from 
heavy machinery  to clothing.

In soine cases, the product narratives have becom e more im portan t  than 
the p ro d u c t  itself. The brand of the p roduct is in soine cases regarded as 
m ore valuable than  the productive means. Perhaps some day Caterpillar 
could  forget abou t the production  of earthm overs  and continue only vvith 
the p roduction  of clothing, and Harley Davidson could cease production  
in its m otorbike plants and concentrate only on m ak ing  pens. O r  the “Camel 
Boot M an” might announce  some day on television that he has quit smoking.

The pow er of narratives has not only been detected  by copywriters , but 
can indeed be regarded more as a general trend in (pos t)m odern  knowledge 
production. lt has even been said that vve are shifting from an inform ation 
society into a narrative Society, in w hich  images and  stories are more the 
hasis for p eo p les  co n su m er  decisions than p roduc t in fo rm ation  (Jensen 
1999), Increasingly pre-calculated seductive narratives are being  created 
for com panies and products,  the task of which is to distinguish themselves
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from  the rest, create desire; b u ild  up corporate  iden tities and  p ro d u c t b rands.
As we come to realise that reality is increasingly built by ineans of narratives, 

it is no surprise that researchers are also becom ing  interested in them . No 
vvonder there has been an increasing am ount of discussion regarding the role 
of narratives and biographical vvriting both in the research process and  research 
reporting. The focus has shilted to narratives to the extern to vvhich we could 
claim that the linguistic turn in the social Sciences has becom e a narrative turn. 
Lately, it has also been called a narrativist tu rn  (Kreisvvirth 2000) or a biographical 
tu rn  (Cham berlayne, Bornat, &r \Vengraf 2000). Anyway, hovvever it is called, 
the grovving in te rest in b iog raph ical an d  narra tive  ap p ro ach es  has been 
considered so rem arkable that it has been described as “a change in know ledge 
culture", and even “a paradigm  change” (C ham berlayne, Bornat, &r VVengrat 
2000).

The linguistic turn  into texts, discourses and narratives has been connected 
with a paradigm  shift from (naive or Scientific) realism tovvard constructivism  
(Lincoln <Sr G uba 1994). F rom  the construc tiv ist v iew poin t, \v ithou t any 
narrative of myself or of the w orld, neither w ould  exist -  there is no “reality” 
and no “life” vvhich has not been construed by w ords, texts and narratives. For 
Jerom e Bruner, constructivism  is “vvorld m aking” vvhereas narratives are “life 
m aking” (Bruner 1987, 1 1-13). Thisstatem ent ot Bruners presents an interesting 
clarification of the parallel betvveen constructivism  and the narrative tu rn  in 
the social Sciences. O n a more general level, the move can also he connected to 
the cu ltu ra l shift from  modernismi to postm odernism i, vvhich has b lu rred  
previously existing distinctions, including the line betvveen Scientific reports 
and  artistic  expression . As a consequence, personal au to b io g rap h ie s  and 
narratives have engaged an increasingly captivated audience am ongst social 
scientists. VVe may ask -  as David Bridges does in this book -  vvhat are the limits 
if vve licence ourselves as researchers to vvrite “closer and closer in style and 
form to the novel, the short Story, the forms associated vvith narrative fiction” 
(seealso Eisner &r Peshkin 1990, 365; Eisner 1993, Richardson 1994 and 1997).

Expressions like “a paradigm  change” and “a change in knovvledge culture” 
refer to a fundam ental change in basic beliefs concerning reality and knovvledge 
production. The constitutive attitudes to the nature of knovvledge seem to have 
altered. The m ain discovery beyond this no tion  is that our know ledge is a 
com position of narratives, vvhich is perpetually being constructed in the process 
of social interaction. These days, hum an knovvledge is no longer regarded as “a 
grand narrative” vvhich tends to dravv together a coherent and universal vievv 
on reality, based on the correspondence betvveen the “things-in-the-vvorld” 
and sentences. Rather, it is a plurality of small narratives, local and personal in 
nature, vvhich are alvvays un d er (social and psychological) construction.
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In  this view on  reality and knowledge, the individual and the social are 
in te r tv ined .  A s je ro m e  Bruner has said, narralive is "an organizing principle 
by vvhich peop le  organ ize  the ir  exper ience  in, k n o w led g e  a b o u t ,  and  
transactions with  the social World” (Bruner 1990, 35). Individuals make 
sense  of the World and oi themselves through narratives, both by telling 
th e m  £nd listening to o ther  peop les’ stories.

N a ra t iv e  is a fundam ental means th rough which people experience their 
lives, cr th rough  which they actually live their lives. It is the narratives in 
w h ic h  we situate our  experience. H um an  experience is always narrated ,  
and h im a n  knowledge and personal identities are constructed  and revised 
th rough intersubjectively sharecl narratives. The narrative is a prim ary act 
of m i r d ;  “the p r im ary  sc h em e  by w hich  h u m a n  ex is tence is rende red  
m ean ingfu l” (Po lk inghorne  1988, 11). The reflexive project of know ing  
and aciieving an identity is to suslain a coherent, yet continuously  revised, 
narrative about ourselves and the World we live in.

N ara t iv i ty  in research seems to be a multifaceted creature. It appears  as 
thougf  the concept of narrativity has a num ber  of goals and purposes  for 
researchers.  In th is  article ,  I wi 11 p rese n t  som e of the var ious  uses of 
narrativity that 1 have encountered .  However, 1 do not p resum e to be able to 
exhauftively delineate the amoeba-like nature of narrative research, as such 
a pres.imption w ould  actually directly contradict the theoretical po in ts  of 
departare com m only  associated vvith narrativity.

Narativity is not a method, nor is it a school of thought. Rather, it is a 
fragmented formation oi research related to narratives. It is a loose frame of 
refererce, characteristic of vvhich is that attention is paid to narratives as a 
producer and transmitters of reality. The relationship betvveen research and 
narrativity can be examined from two main perspectives. On the one hand, 
research uses the term narrative in its material in the broad sense of the word, 
while ?n the other hand research can be understood in itself as p roducing 
(ratioral) narratives of the World.

Hovever, for me, the ques tion  ”W hatever  is narrative research” needs 
some tind of clarification, and  I hope  my attem pt to answer to this question 
w ou ld  help  som e of the readers  as well. P erhaps this  exam ina tion  wi 11 
enabli  me to achicve w ha t  L udw ig  VVittgenstein r e c o m m e n d e d  in his 
Tractaus (see Tractatus, 6.54): I wi11 discard it once 1 have used it in order  
to gait a bet ter  u n d e rs ta n d in g  and vvill encourage my readers to do the 
same.
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A NARRATIVE OF THE RISE OE NARRAT1VITY

Originally, the word narrative comes Irom the Sanskrit g n a  via the Latin 
g n a r u s ,  signifiers associatecl with the passing on of knovvledge by one who 
knows (Kreiswirth 2000, 304). In Latin, the noun n a r r a t io  means a narration 
or story and the verb n a r r a r e  to teli or narrate. This etymology has influenced 
many of the western languages, where these root-words have turned into a 
number of slightly different variations.

Narrativity has deep roots in philosophy, literature and philology. Recently, 
the level oi interest in narrativity has increased and broadened to encompass 
a num ber oi fields of study. The discussion of a narrative turn began to 
become more common rather quickly over the course oi the 1990s. On can 
get quite a good picture oi the Swift rise of narrativity by exam ining 
international quotation indexes (see Lieblich, Tuval -  Mashiach <Sr Zilber 
1998). They indicate that the appearance oi narrativity and its closely related 
concepts has increased exponentially in research literature trom around 
the mid-1980s.1

Although the significance of narration in the Inform ation process has 
always been a point oi interest lor philosophers and researchers, beginning 
with Aristotles Poetica or Ciceros rhetorical Studies, the interest m narrativity 
rose at an explosive rate at the end oi the 1900s. The effect on Finnish 
Scientific research practise and the mode oi expression has only began to 
become visible some ten years later, around 1990.

An explicit image ot the growth of narrativity in Finland is provided by 
a list oi doctoral dissertations published in Finland, in which the concept 
oi narrativity plays a Central role (Hyvärinen 2000). The list begins in 1990 
with one title, after which the num ber  of Finnish doctoral dissertations 
dealing with narrativity has increased steadily throughout the 1990s.2

As far as 1 can see, the concept of narrativity has been used in at least 
lour different ways in academic discourse. First ly, il can be used to reler to 
the proccss  o f k n o v v in g  a n d  the n a tu r e  o f  k n o w le d g e .  Here narrativity is generally 
associated with the constructivist view of knovving. Secondly, it can be U5ed 
in describing the  n a tu r e  o f  research  m a te r ia t .  Thirdly, we can use narrativity to 
refer to the m e a n s  of a n a l y s i s  of the research material, and, fourthly, the 
concept is often associated with the p r a c t ic a l  m e a n i n g  of n a r r a t i v i t y .  It is not 
only a concept used in research, hui also an increasingly used practical 
tool: the writing and teili ng of li le stories is applied in a num ber of practical 
ways in professional work. Below, l wi11 examine each oi these lour 
dimensions oi narrativity more closely.



N ä RRATIVITY AS A C 0N STR U C TIV 1STIC  RESEARCH APPROACH

Perhaps  the m ost fundam ental significance of  narrativity  is rooted  in the 
natu re  of (qualitative) research. Quite  often, narrativity is associated w ith 
theo re t ica l  and  c u l tu ra l  perspec tives ,  vvhich te n d  to be referred  to as 
constructivism, an d  sometimes also as pos t-m odern ism  (Holma 1999, 3 2 2 -  
324: Lieblich et ai. 1998, 2). The m odernisi science has  aimed at becom ing 
a universal m eans of examination that is independen t of context; timeless 
and universally applicable. The post-m odern  concept of knovdedge rejects 
the traditional objectivist concept of reality, according to vvhich reality can 
be illustrated by m eans  of claims vvhich can be proven true or false. According 
to the narrative line oi thought,  a research report is, in the vvords of Nancy 
Zeller (1995  b, 75), a p roduct rather  than a record.

Constructiv ism  highlights the vievv according to vvhich people construct 
their  knovvledge and  identity  by m eans  of narratives. Knowledge of the 
World, like each p e r s o n s  co n c ep t  o f  h im  or herself ,  is a co n t in u o u s ly  
developing narrative, vvhich is constantly  forming an d  changing form. There 
is no single do m in an t  reality, bu t ,  rather, there are a n u m b e r  of different 
realities that are being  cons truc ted  in individuals m in d s  th rough  their social 
interactions with one another. Research, from this perspective, perhaps has 
an ability to p roduce  som e kind oi au thentic  vievv oi reality, a l though the 
belief in the potential a t ta inm ent oi an objective reality is rejected.

The basic claim of constructivism is that a person -  the know ing  subject 
-  cons truc ts  his or  her  knovvledge on the basis of  his o r  her  p rev ious  
knovvledge and experiences. O u r  perspective on th ings constantly  changes 
lorm as we gain new  experiences and  engages in d iscussions w ith  o ther  
peop le .  The c o n s t ru c t iv is t  co n c ep t  oi knovvledge is r ep re se n ta t iv e  of 
knovvledge as relative; d ep e n d en t  u p o n  time, place and  the position of the 
Observer. From this perspective, knovvledge is the thread of the narrative, 
which constantly gets new  materiat from the ever-changing cultural pool of 
stories in o rder  to re-join it again. Similarly to the com position  oi identities 
and everyday in form ation ,  narrativity also constantly  vvorks tvvo vvays in 
research: narratives are bo th  the point oi depar tu re  and the end  result. A 
research report traditionally opens by referring to earlier Studies and then, 
based on these Studies an d  the research material, creates a new text from a 
new perspective. Then the new research report is once again connected  to 
the aool of narratives, a (Scientific) discussion in which reality is endlessly 
surrounded  vvith the he lp  oi continuously  renevving texts.

The post-m odern  concep t of knowledge vivaciously questions t h e  m odern  
Scientific  objectivist way of speaking and th e  illusion of v a lu e - f r e e  knowledge.
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From the pos t-m odern  perspective, positivist science has been viewed as a 
m a jo r  m e ta - n a r r a t i v e ,  w h ic h  s u s t a in s  th e  im a g e  oi o b je c t iv i s m  a n d  
systematicism through  rhetorical m eans (see, ior example, Zeller 1995  a , 
212 and  1995 b , 8 0 -8 1 ) .  In research, this has appeared  as an a t tem p t  to 
present pure  knovvledge w ithou t the presence of the know ing  sub jec t  in 
the know ledge process. An im pression  of the researcher is created as an 
objective and impartial Observer. In place ofobjectivity, pos t-m odern  th o u g h t  
brings with it the contextualisa tion oi cognition: the b inds  of cognition  to 
time, place and the social field. Cognition  is ahvays cognition from a given 
perspective, a given po in t  oi view. The m o d e rn is t  no tion  oi a un iversa l 
knowledge is rejected: cognition  is always the know ledge oi some knovving 
subject. This person -  the knovving subject -  lives w ith in  a specific social 
and  physical environm ent; he or she is som eones  child  or life partner,  and 
he or  she has lived a ce r ta in  life. E very th ing  tha t  he or she can  k n o w  
originates from these connect ions  of unders tand ing .

According to Hatch and  W isniewski (1995 , 1 18), the Central difference 
b e tw e e n  t r a d i t io n a l  q u a l i ta t iv e  re se a rch  a n d  n a r ra t iv e  re se a rch  is the 
su b je c t iv i ty  oi c o g n i t io n .  W h e r e  q u a l i ta t iv e  r e s e a r c h  is sti l l  m a in ly  
“scientilic,” in the empirical sense oi the w ord ,  narrative research does not 
aim at objective or  generalised knovvledge, bu t,  rather, at a local, personal 
a n d  su b je c t iv e  knovvledge. VVhile the  m o d e rn i s t  o r d e r  of knovvledge 
considers this exclusively as a vveakness of research, narrative research vievvs 
the same aspect as a strength . It allovvs peoples  voices to be heard in a more 
au thentic  m anner. Knovvledge is thus  formed as a m ore multi-voiced and 
multi-level entity, a g roup  of small narratives, and do not becom e reduced  
to one, universal and monological “grand narrative,” vvhich olten  also acts 
as a tool oi povver and m anipulation .

Narrative research can thus  be seen as one manilestation of the suspicion 
that has been aim ed at the m o d e rn  o rder  of knovvledge. It has encouraged 
oppressed and marginalised groups  oi people to create their  ovvn narratives, 
by means of vvhich they are able to break  Iree from the do m in an t  stories of 
the  “g ran d  n a r r a t iv e s ”. P o s t - m o d e r n  th o u g h t  has  also in sp i re d  m a n y  
researchers to engage in experim ental vvriting: a com binat ion  of literature, 
fictional and  Scientific discourse. This k ind oi vvriting brings Ior forth the 
relativity and contextualisa tion  of the p os t-m odern  concep t of knovvledge 
-  the temporal,  local an d  social nature of cognition.
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N A R R A T IV E S  AS RESEAR CH M A TERIA L

N a rra t iv i ty  has a lso  b e e n  usecl in the  d e sc r ip t io n  o f  research m aterial, the 
character o f the m aterial. In th is  case, narra tiv ity  c an  he used  in o rd e r  to refer 
on  a gen e ra l  level to  the  n a r ra t ive  as a k in d  o f  text. A ec o rd in g  to P o lk in g h o rn e  
( 1 9 9 5 ,  6 - 7 ) ,  r e se a rch  m a te r ia l  can  he p r o d u c e d  in th re e  d if fe ren t  ways: 
num er ica l ly ,  in  s h o r t  a n s w e r  fo rm  o r  in the  fornr o f  a narra tive .

In fo rm a t io n  th a t  is p r e s e n te d  in n u m e r ic a l  fo rm  is p ro d u c e d ,  for e x am p le ,  
t h r o u g h  th e  L ikert  sca le ,  by  vvhich p e o p le  assess  th e i r  o w n  o p in i o n s  in 
re la t io n  to p re v io u s ly  p re s e n te d  claims. Short a n sw e rs  are  materia l  in vvhich 
the  r e s p o n se s  by th e  re sea rch  su b jec ts  are co m p r is e d ,  for ex am ple ,  oi nam es ,  
na tionali ty ,  a u to m o b i le  n a m e s  o r  so m e th in g  like h ob b ie s .  N arra t ive  materia l  
can  be, for e x am p le ,  in te rv ie w s  o r  free form vvritten a n sw ers  in vvhich the  
r e s e a rc h  s u b je c ts  a re  g iven  th e  o p p o r t u n i t y  to e x p re s s  th e i r  c o n c e p t s  oi 
th in g s  in th e i r  ovvn vvords. O t h e r  e x a m p le s  oi th is  k in d  oi m a te r ia l  are 
j o u r n a l s ,  a u t o b i o g r a p h i e s  o r  o t h e r  d o c u m e n t s  t h a t  a re  n o t  n e c e s s a r i ly  
o r ig ina l ly  p r o d u c e d  for the  p u rp o s e  of research .

In th is  m ean in g ,  the  narra t iv i ty  o r  the  materia l  im plies  a text tha t  re sem b le s  
a k in d  oi p ro se  -  n a r ra t iv e  research  m ateria l is a na rra t ive  tha t  is p re se n ted  
e i th e r  o ra l ly  o r  in vvriting. In th e  tuo re  d e m a n d i n g  sense  o f  the  w o rd ,  a 
p re req u is i te  for n a r ra t iv e  m ater ia l  co u ld  be the r e q u i re m e n t  tha t it possess  
m o r e  n a r r a t iv e  c h a ra c t e r i s t i c s ,  s u c h  as, for e x a m p le ,  th a t  a Story h a s  a 
b e g in n in g ,  a m id d le  a n d  an  e n d ,  as vvell as a te m p o ra l ly  p rogress ive  plot. 
In its s im p les t  lo rm ,  it is n o n e th e le s s  any  narra t ive  b a se d  m ater ia l ,  to vvhich 
the  r e q u i re m e n t  o f  th e  p r o d u c t io n  o f  co m p le te ,  plot-fi lled narra tive  is no t 
necessar i ly  a p p l ied .

Ali th ree  oi these ty p es  -  num er ica l ,  shor t  ansvver an d  narrative material -  
ca n  b e  r e p r e s e n t e d  in  t h e  s a m e  r e s e a r c h  m a t e r i a l ,  e v e n  in th e  s a m e  
q u es t io n n a i re .  N o n e th e le s s ,  th e i r  u se  in the ana lys is  stage p r e s u p p o s e s  a 
different m e a n s  o f  t h o u g h t  a n d  analysis. It is easy to see tha t  narra tive  m ater ia l  
differs s ign if ican t ly  f ro m  n u m e r ic a l  research  m ate r ia l ,  vvhich is a lso  w h y  
the  na tu re  o f h a n d l in g  it is different. Il is im p o r t a n t  to no te ,  hovvever, tha t 
n a r ra t iv e  m a te r ia l  a lso  d i f fe rs  f rom  s h o r t  ansvver m a te r ia l .  S h o r t  v e rba l  
ansvvers can  be p r e s e n te d  in th e  lo rm  of a list o r  a ca ta logue ,  a n d  they  can  
often be c o m p r e h e n s iv e ly  ca teg o r ised  in to d if feren t classes (P o lk in g h o rn e  
1995, 6). N arra t ive  m a te r ia l  differs in th is  sense from  the  tvvo a fo re m e n t io n e d  
types of materia l:  it c a n n o t  be u n a m b ig u o u s ly  a n d  u n - re s id u a l ly  re d u c e d  
to  a n u m b e r  o r  c a te g o ry ,  b u t ,  r a th e r ,  its f u r th e r  h a n d l i n g  p r e s u p p o s e s  
in te rp re ta t io n .

A ecord ing  to H atch  a n d  VVisnievvski, the  a t ten t io n  in narra t ive  research  
is focused p a r t icu la r ly  o n  hovv in d iv id u a ls  assign m e a n in g  to th in g s  th r o u g h
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their stories. The research approach that highlights individuals’ authentic 
narratives distinguishes narrative research from, tor example, from ihose 
aims of qualitative research in which knowledge is collected through 
previously planned and outlined means of data collection. These kinds of 
da ta  co l le c t io n  m e th o d s  are , for e x a m p le ,  th e m a t ic  intervievvs, 
questionnaires, par t ic ipa to ry  or direct observation. In these research 
approaches, the assignment of meaning is to a large extent based on the 
researchers interpretation and conceptual formation, whereas in narrative 
research, the location of the “voice” oi the research subject is emphasised. In 
narrative research, knowledge is often formed through discussions with 
the research subject in the form of a dialogue. The intention is for the 
narrator and researcher to reach a joint, intersubjective understanding, in 
which the narrator assigns meaning to things in his or her own voice. For 
this reason, the ideal is that the researcher and the research subject work 
together for an extended period ofTime and engage in numerous discussions. 
(Hatch <Sr Wisniewski 1995, 113-117 .)3

N arrativity  as a m e a n s  o f  analysis

We can also refer to a m e a n s  o f  p r o c e s s in g  m a t e r i a l  with narrativity. I have 
found Donald Polkinghornes (1995, 6 -8) way of dividing narrativity as a 
way of analysing material into two separa te  categories to be useful, 
Polkinghorne distinguishes t h e  a n a ly s i s  of n a r r a t i v e s  from n a r r a t i v e  an a ly s i s .  
According to him, these tvvo are categorically completely distinct ways of 
doing narrative research. The a n a ly s i s  o f  n a r r a t i v e s  places emphasis on the 
categorisation of the narrative into different classes with the help of, for 
example, case type, metaphors or categories. In n a r r a t i v e  a n a ly s i s  the main 
point of focus is the production of a new narrative on the hasis oi the 
narratives of the material. Thus, narrative analysis does not pay attention to 
the categorisation of material, but, rather, it configures a new narrative on 
the basis of this material.

This distinction between narrative analysis and the analysis of narratives 
is fundamentally based on Jerome Bruners way of distinguishing between 
two separate means of cognition. Bruner (1986) relers to the form of 
understanding that is based on the narrative as n a r r a t i v e  cogn i t ion .  P a r a d ig m a t ic  
c o g n i t io n  is presented in a way characteristic of logics and mathematics: 
typical to it is exact and  formal a rgum enta tion  built  by means of an 
argum enta tion  based on logical propositions, the precise defintion of 
concepts and the presentation of categorisations. Narrative cognition, on 
the other hand, is the production of a thematically and logically proceedmg
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narrative from events. According to Bruner, both mcans allow us to attain 
useful and qualified knowledge, which, however, differs in terms oi its 
quality. Bruner strongly defends narrative cognition as one form of rational 
Scientific thought, whicli has remained in the shadow  oi paradigmatic 
discourse.

Polkinghornes distinction between narrative analysis and the analysis of 
narratives is based on these two cognitive means presented by Bruner. In the 
analysis of narratives, paradigmatic cognition is applied when the material is 
categorised into diflerent catcgories and types. In narrative analysis, on the 
other hand, narrative cognition, which according to Polkinghorne (.1995,15) 
is more the creation of a synthesis than categorisation, is applied.4

In many research projects, these two views are combined in the practical 
research work, but more emphasis may be laid on one or the other. For 
example in this book, the last section “Think global -  narrate local” may be 
said to lay more emphasis on analysis of narratives of teaching in different 
cultural and educational settings, whereas in the third section “Looking 
through stories”, the focus is perhaps more in composing narratives out of 
the writers’ experiences and memories.

Narrative analysis, in vvhich the focus is on the production of a complete 
and plot-filled, chronologically proceeding Story, has forced narrative 
research to walk the line between literature and Scientific discourse. Examples 
of the combination of Creative and experimental writing appear to be most 
common in the fields oi ethnography and vvomens Studies. Ethnographer 
Robert Rinehart (1998) refers to his ovvn vvriting style, which lies somewhere 
betvvecn fictional and academic writing, as f ic t iona l  e th n o g r a p h y .  As Laurel 
Richardson (1994, 523) sarcastically points out, this kind of vvriting seems 
to be a luxury open for those academics who have achieved a permanent 
post in the academic World.

R ichardson  (1 9 9 4 ,  52 1) has co llec ted  a n u m b e r  of exam ples  of 
experimental writing from fields vvitbin the social Sciences, which she refers 
to as ev o c a t iv e  r e p re sen ta t io n s .  Richardson lists the lollowing as belonging to 
this category: narratives vvritten in the lirst person, fictional texts, dramas, 
the production of a research text based on Communication occurring betvveen 
a researcher and research subject, aphorism, comedies and satires, as well 
as visual performances.3

The use of fictional elements in research is also related to experimental 
writing. Actually, we can refer to ali research reports as fundamentally 
fictional, in the etymological sense oi the World. The Lal in terin f ic t io  means 
something made or achieved. From this perspective, ali texts, including so- 
called “Scientific" texts, are really ultimately fictional (see Barone 1990, 
315). When the researcher combines texts, interprets them and build his
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o r  h e r  o w n  text b a s e d  o n  th e m ,  it u l t im a te ly  m e a n s  th a t  the  final re sea rch  
text is a c o n s t ru c t io n  m a d e  by  the  re searcher ,  a n d  as su c h  fictional in th is  
sense . Also in th is  b o o k ,  in the  th i rd  sec t io n ,  “L o o k in g  th r o u g h  S to n e s ”, 
so m e  d if ie ren t  w r i t in g  styles are e x p e r im e n te d ,  in c lu d in g  d u o g r a p h y  (Syr­
jä lä  &  M e r i l ä i n e n ) ,  p e d a g o g i c a l  a u t o b i o g r a p h y  ( H e i k k i n e n ) ,  a n d  a 
co n v e rsa t io n  of th ree  p e o p le  in a verinen fo rm  (H e ik k in e n ,  A n d e m  &r Vai­

n io ) .
W e can  v iew  th e  in te r -m in g l in g  o! v a r io u s  w ays  o f  d o in g  research  a nd  

vvriting as a n a tu ra l  resu lt  of th e  sh ift I rom  th e  m o d e r n  Scientific ideal to 
the  p o s t - m o d e r n ,  c o n s t ru c t iv is t  c o n c e p t  of sc ience . T h e  p o s t - m o d e r n  sta te  

o f  m in d  is ju x ta p o s i t io n a l ,  m u l t i - d im e n s io n a l  a n d  m u l t i -vo iced ,  as w ell  as 
a m b ig u o u s ,  in c o h e r e n t  an d  conf l ic ted ,  w h ic h  m o d e r n i s t  sc ience h as  ahvays 
a d a m a n t ly  a v o id e d .  N o r m a n  D e n z in  a n d  Y vonna Lieoin b o r ro w  -  in the  
n o n -c o n f in e d  a n d  free w ay  assoc ia te d  w i th  p o s t - m o d e r n i s m  -  C la u d e  Levi- 
S t rau ss ’ bricoleur  as the  pe rso n if ic a t io n  of th e  researcher.  (D enz in  &  Lieoin 
1994 ,  2 - 3 ;  L inco ln  &r D en z in  1994 ,  584) .
Bricoleur c rea t ive ly  a p p lie s  v a r io u s  m e t h o d s  a n d  m ater ia ls  vvithout g iv ing  

any  c o n s id e ra t io n  to th e i r  o r ig ina l o r  “rea l” i n t e n d e d  use. The m ost im p o r ta n t  
a spec t  o f  b r i c o le u r  is the  use  o f  o n e s  ovvn Creative th o u g h t ,  follovved by  the  
“co r re c t  u s e ” o f  m e th o d s  a n d  m ater ia ls .  Bricolage is a Creative a n d  d iv e rg en t  
p ra c t ic e  in w h ic h  re a s o n  vvithout m e t h o d s  is u s e d ,  in s te a d  o f  m e t h o d s  
vvithout reason .  A re sea rch e r  p ra c t is in g  b r i c o le u r  crea t ively  a p p lie s  a n u m b e r  
of d if fe ren t  re sea rch  m e th o d s  a n d  vvriting styles. L inco ln  an d  D enz in  (1 9 9 4 ,  
5 8 4 )  p resen t  Robert M. P i r s ig s h e ro  P h a e d ro s  as a p r im e  e x a m p le  o f  br ico leur .  
T hey  refer to a n  ep is o d e  in P irs igs  nove l "Zen a n d  the  Art of M otorcycle  
M a i n t e n a n c e ” , in vvhich  P h a e d r o s  f ixes  th e  h a n d l e b a r  of h i s  I r i e n d s  
m o to rcyc le  vvith a p iece  o f  a lu m in i u m  he has  c u t  f rom  a b e e r  can  u n d e r  the 
s u s p ic io u s  gaze of his  fr iend.

NARRATIVES AS A PRACT1CAL TOOL

T h e  lo u r th  u n d e r s t a n d in g  of narra t iv i ty  refers to its use as a p ro fess iona l  
tooi. A c c o rd in g  to  H a tc h  a n d  W is n ie w sk i  (1 9 9 5 ,1 1 7 ) ,  practical o r ien tu t io n  
is typical oi m a n y  n arra t ive  re searchers :  the  re sea rch  m u s t  som ehovv benefi t  
the  research  sub jec ts .  A c c o rd in g  to H a tch  a n d  VVisnievvski, the i r  goal is not 
m ere ly  to p o r t ra y  an  im age oi th e  W o rl d ,  b u t  also to  m ove  it by  a t t e m p t in g  
to im p ro v e  the  lives of th ose  vvho are the  focus  o f  the  research.

In so m e  co n tex ts ,  na rra t iv e s  are  u sed  p r im ar i ly  as p ract ica l  too ls ,  in w h ich  
case the  role o f  the  cogn it ive  fo rm a t io n  of th e  re sea rch  re m a in s  secondary . 
In th is  case, the  ta sk  o f  th e  re sea rch  to fo rm  n e w  in fo rm a t io n  a n d  knovvledge
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is n o t  a n  encl in itself, b u t ,  ra th e r  th e  practical u se s  b e c o m e  m o re  significant.  
N a r r a t i v e  p r a c t i c e  h a s  a l s o  b e e n  a p p l i e d  iin, a m o n g s t  o t h e r  f i e ld s ,  
p sy ch o th e rap y ,  pedagogy , te ac h e r  e d u c a t io n ,  h e a l th  care, geriatr ic  care, social 
w o rk  a n d  reh ab i l i ta t ion ,  b u s in e s s  le a d e rsh ip  a n d  m ark e t in g .

M a n y  o f  these  p rac t ica l  a p p l i c a t io n s  are  b a s e d  o n  the  n o t io n  tha t  o u r  
id en t i t ie s  go t h r o u g h  a p ro cess  o f  c o n t in u o u s  r e c o n s t ru c t io n  by  m e a n s  of 
the  narra tive .  In id en t i ty  w o rk ,  the  life Story is p r o d u c e d  and  h ig h l ig h ted  
as the  p o in t  o f  focus by  w h ic h  the  f rag m e n te d  n a tu r e  o f  life can  he co l lec ted  
in to  a m o re  co m p le te  entity, w h ic h  in tu rn  le a d s  to an  increased  sense  of 
Control over  life. In th is  b o o k ,  th is  narra t ive  c o n f ig u ra t io n  of iden t i t ie s  is 
m o re  carefully  e la b o ra te d  in a n u m b e r  of ar t ic les ,  an d  especially  by  A rto  
L a it in e n ,  in the  light o f  P au l R ic o e u rs ’ a n d  C h a r le s  T ay lo rs  p h i lo so p h y .  
Som e p ract ica l  a p p l ic a t io n  of these  theore t ica l  ideas are also p re s e n te d  in 
the  th i rd  sec t io n  o f  th e  b o o k  “L o o k in g  t h r o u g h  s to r ie s”, w h e re  the  seif- 
co n s t ru c t io n  p ro se ss  th r o u g h  n a rra t ive  w o rk  is closely focused .

P e rh a p s  th e  m o s t  typ ica l  e x a m p le  of the  p ra c t ic a l  s ign if ican ce  o f  the  
n a r ra t iv e  can  be  f o u n d  in th e  sp h e r e  of p h y c h o th e r a p y .  T he  use  o f  the  
narra tive  as a p s y c h o th e ra p e u t ic  tool is based  o n  the n o t io n  tha t  th e  p a t i e n ts  
o w n  se lf-narra tive  is d e t r im e n ta l  f rom  his  o r  h e r  o w n  perspec tive ,  w h ic h  is 
vvhy a n ew  a n d  m o re  p ro d u c t iv e  na rra t iv e  m u  st be c rea ted .  The th e ra p is t  
w o rk s  w i th  th e  p a t ien t  to crea te  the  k in d  oi n a r ra t iv e  t h r o u g h  w h ic h  it is 
poss ib le  to o v e rco m e  w h a te v e r  life crisis  he  o r  she  is facing an d  o p e n  n ew  
views in to  the  fu ture .

As P o lk in g h o rn e  ( 1 9 9 5 ,2 0 )  no tes ,  it is e ru c ia l  to d is t in g u ish  b e tw e e n  
narra tives  in te n d e d  for th e r a p e u t ic  use  an d  n a r r a t iv e s  tha t  are s ignificant 
in te rm s  o f  research .  VVhen n a rra t ives  are e x a m in e d  on  the  has is  of the i r  
prac t ica l  s ign if icance , the  t r u th  o f  th e  n a r r a t iv e  is n o t  really oi any  great 
interest. The m os t  im p o r t a n t  th in g  is tha t  the  n a r ra t iv e  he lp s  the  in d iv id u a l  
to live a b e t tc r  life. T h e  a im  o f  the  re sea rch  is  n o n e th e le s s  to fo rm  som e  
kind  oi in fo rm a t io n .  As s u c h ,  the  use oi na r ra t iv e s  as a p ro fess iona l tool 
s ignificantly d iverges  f rom  th e i r  use as a re sea rch  tool: the  fo rm er  is in te res ted  
in the practical c o n s e q u e n c e s  o f  the  te l l ing  and  w r i t in g  oi narra t ives ,  w h ile  
the  la tter is in te res ted  in the  fo rm a t io n  of k n o v  ledge. In te rm s  o f  the  use of 
n a r r a t iv e s  as r e s e a rc h  i n f o r m a t io n ,  th e  r e c o g n i t i o n  o f  th i s  t h e r a p e u t i c  
funct ion  is crucial in o rd e r  to p reven t  these  tw o  fu n c t io n s  Iroin co n ta m in a t in g  
o ne  a n o th e r  -  at least n o t  u n in te n s io n a l ly  an d  unknovvingly.
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B u T IS THE STORY TRUE?

In the moclernist view on  research  w o rk ,  the  co n c e p ts  of valid ity  and  
reliability are olten  used as criteria of good  research. W h e n  referring to 
validity we usually m ean  the degree to w hich  the research findings actually 
correspond  to the position of real things in reality. W h e n  we refer to reliability, 
on  the o ther  hand , we tend to m ean the degree to vvhich possible ra n d o m  
factors have influenced the ou tcom e of the research. In the m odern is t  view, 
we examine the tru th  of narratives from the perspective of the degree to 
vvhich the claim s in the  narra tives  c o r re sp o n d  to the state of th ings  in 
reality. In o th e r  vvords, the  bas is  o f  th is  m o d e  of  e x a m in a t io n  is the 
co rrespondence  theory.

As narrativity is often associated w ith  constructiv ist  thought,  the use oi 
the  c o r r e s p o n d e n c e  th e o ry  in the  e s t im a t io n  oi n a r ra t iv e  re se a rc h  is 
problem atic .  Constructiv is t  th o u g h t  is based on  the perspective that the 
t ru th  is basically p ro duced  though  narratives, in vvhich case the o ther  side 
of the proverbial co r respondence  coin is difficult to discern. It is lor this 
reason that the co r respondence  theory  appears  to be a problem atic  tru th  
criteria from the perspective of narrative research (see Heikkinen, Kakkori 
and H u ttunen  2001). In this book, the problem  of tru th  is dealt vvith in the 
second  section “Truth as narra tive”, vvhere Pentti Moilanen also gives us 
interesting vievvpoints so as to defend co rrespondence  theory in narrative 
research.

In this in troductory  text, 1 briefly focus my at tention  on Jerom e Bruners 
no tion  oi the tru th  of narratives as “veris im ili tude”. Bruners concept ot the 
truth of narrative research is based on his aforem entioned distinction betvveen 
paradigm atic  and  narrative cognition .  The in ten tion  of bo th  forms is to 
convince or  persuade the reader. A ccording to Bruner, the persuasion is 
focused on dillerent aspects: the aim of paradigmatic  cognition is to convince 
its readers of the tru th ,  vvhile the intention  of the narrative torni is to convince 
its readers  ot ver is im ili tude.  The narra tive  prov ides  the o p p o r tu n i ty  lo 
u n d ers ta n d  the vvorld differently than by means of paradigmatic cognition: 
as a slovvly developing dialectic and  plotted Story, vvhich inciudes a strong 
verisimilitude at any given time.

Verisimilitude is not based on argum ents  or claims, but,  rather  on the 
notion that the reader real ly throvvs h im  or hersell into the Story and actually 
experiences it as a s im ulation  (Lincoln &  Denzin 1994,580). Verisimilitude 
is the leeling oi so m e th in g  that really addresses the reader or listener th rough  
som eth ing  that he or she has experienced personally. Robert Rinehart( 1998) 
considers the Central aspect of  narrative verisimilitude to be that a given
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experience occurs for the reader as a holistic em otional experience th rough  
the narrative. Being conceived of a narratives verisimilitude is a m ore all- 
encom pass ing  experience ihan being conceived of the tru th  of a given claim. 
According to Rineharts  interpretation verisimilitude also includes an affective 
element, whereas the concept oi truth has a com pletely  cognitive m eaning  
in this light.

In this  sense, ver is im ili tude ex tends  to e n c o m p a ss  the eva lua tion  of 
fictitious narratives 6. W h en  a narrative is verisimilitudinal, the question  of 
w hether  the events have actually hap p e n ed  in som e real place to som e real 
ind iv idual  is no t so im por tan t .  The charac ters  and  occu rrences  can he 
imagined. W hat is im portan t is that the Story s World be opened u p  to the 
listener in a believable manner, so that the listener begins to take on the 
role of the characters and unders tand  the effects of their actions vvithin the 
c o n d i t io n s  in  w h ic h  they  live. S im u la t io n  has  the  p o te n t ia l  to o p en  
som eth ing  new  to the storys listener or reader to the extent that he or she 
experiences the World in a com pletely new  way th rough  the experiences of 
the narrator or character of the Story.

Simulation as a criteria of tru th  does not, however, m ean  that reality is 
excluded from narrativity. Quite the contrary: reality is precisely inc luded  
in a simulation. Conversely, in vvriting based on claims and correspondence ,  
reality lies in the World outside the text, to which the claim is com pared.  
The reader should ,  however, be enlightened as to the writers relationship 
with reality: is his or her aim to interpret and create reality th rough  the 
narrative as a simulation, or does he or  she present claims about the State of 
things?

In my view, different genres should  be com bined  and Iines crossed, also 
unexpectedly. The com binat ion  oi different styles and expenm enta l  means 
of presentation are beneficial to science, art and Communications. But no 
matter what the means oi storytelling, no a t tem pt to mislead the reader or 
listener shou ld  be m ade -  for do ing  so results in the loss of authori ty  of the 
story and loss of believability of the narrator. Il is the responsibility of the 
narrator to enlighten the reader of the intent oi the story.



N o te s

1 Lieblich, Tuwal-Mashiach and Zilber have not, however, taken into consideration 
the increase in research literature in general, but even il the grovvth in total 
volume is taken into account, the trend seems clear.

2 A num ber of Stones can be told about the reasons and background behind the 
rise in narratives. According to Matti Hyvärinen (2000), in the backdrop of the 
narrative turn lie the major philosophical projects of, amongst others, WT Mit­
chell, Alasdair Maclntyre, (1981) and Paul Ricouer (1984), which aim at combining 
the interpretations of the nature and meaning of the narrative in dilferent Scientific 
fields of study. I am tem pted here to add sorae names to this list: Charles Taylor 
(1989 and 1995), Jean-Francois Lyotard (1986), Jerome Bruner (1986 and 1987) 
and Anthony Giddens (1991 ele.) The lattcr of Taylors works, Ethics oj A u th e n t iä ty  
searches for ethical foundations as the hasis of an authentic life. L yo ta rd s  The  
P o s t-M o d e m  C ond ition . A  R eport o j K now ledge  vvas an important pamphlet that east 
shadows of doubt over the dominant Story of the development of modem  Society 
toward “a grand cultural narrative.” Instead, it proposed “small narratives,” the 
notion of the foundation of knovvledge as an ongoing linguistic game. jerom e 
Bruner detended narrative cognition as a means of Scientific thoughl in his work 
A c tu a l Minds, Possihle W o r ld s , w hich vvas becom e a contem porary classic in the 
field of narrative research. Giddens’ Mo d ern ity  a n d  S e lf- id e n tity  is a strong example 
of a discourse of identity politics in vvhich the creation of a life story is portrayed 
as a necessary vvay of producing identity in the late m odem  cultural situation.

3 The narrative approach comes close to action research in two vvays. Central to 
both is the idea that the researcher and research subject be in a close relationship 
vvith one another, sometimes even being the same individual or group. According 
to Hatch and Wisniewski (1995), the other com mon characteristic is that both 
take into consideration the practical consequences of the research from the 
perspective of the research subjects. They emphasise that narrative research 
must have practical benelits for the research subjects -  a leading thoughl also 
shared by the action research movement.

4 In my vievv, Polkinghornes concept of “narrative analysis” is contradictory in tliis 
sense, as its ultimate goal is not to distinguish or analyse, but instead to synthesise 
and collect. It vvould be more logical to refer to narrative synthesis than narrative 
analysis.

5 Experimental Scientific prose can also be considered as one of the specilic 
meanings of the concept of narrativity, as Hyvärinen does (2000). In this outline, 
hovvever, I still consider it as logically belonging to this third category, and not as 
its ovvn classification. In other vvords, my interpretation is that experimental 
vvriting that comes close to the style of vvriting fiction is ultimately a specilic form 
of narrative analysis, in the sense referred to by Polkinghorne.

6 The Latin vvordJ ingere means, amongst other things, formation, contemplation,
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creation and discovery. The noun / ic tio , which is derived from tingere, means 
something outlined, formed, created. The verb fa cere  means doing, happening. 
The noun fa c tu m , which is derived from facere, means something done, something 
achieved. In late Latin this root became the plural fa c ta , vvhich began to be used 
to refer to real things. In everyday speech, vve use the term fact when referring to 
existing realities and the term fiction when referring to products oi the imagination. 
Hovvever, the terms fact and fiction were not originally positioned against one 
another as opposites but, rather, were almost identical in terms of their meaning.
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D a v id  B ridges

NARRATIVES IN HISTORY, FICTION AND 
EDUCATIONAL RESEARCH

QuALITATIVE RESEARCH AN D L1TERARY FO R  M

Fo r  so m e  years  n o w  qu a li ta t ive  re sea rch  w r i t in g  in e d u c a t io n  h a s  c o m e  
c lo s e r  a n d  c lo se r  in s ty le  a n d  fo rm  to the  nov e l ,  th e  s h o r t  Story, the  

fo rm s  asso c ia ted  w i th  n a r ra t iv e  liction. A m o n g  th e  fea tu res  o f  qua li ta t ive  
re sea rch  \v r i t in g  w h ic h  have  p r o d u c e d  th is  “c o n t ig u i ty  of 1 iterary  Studies 
w ith  th e  p ro jec t  o f  e th n o g r a p h y ” (C lo u g h  19 99 ,  4 4 4  b u t  see D en z in  1997) 
are th e  follovving:

the use of the simple narrative form to ‘teli a Story’; 
the focus on  the single case as an il lum inat ion  of a w ide r  p h e n o m e n o n  -  
inc lud ing  eg. the use of b iog raphy  and au tob io g rap hy  to personalise a 
general them e;
the p resen ta t ion  of Thick d escr ip tion ’ of the social context of events , of the 
physical setting, of the persona! as well as professional lives of the characters 
involved;
the visible p resence  in the writ ing  of the au thor ,  of the  a u th o r s  history, 
p re jud ices and reactions;
the focus on the p h en o m en o lo g y  of events, of the way people  experience 
them  and  of their affective as well as cognitive response  to  thetn.

T he  m o re  tha t edu ca t io n a l  r e sea rc h  re p o r ts  e m b ra c e  these  fea tu res  the  m ore  
s trong ly  they  re sem b le  fiction even  il they  re ta in  d is t inc tive  a n d  d is t in g u ish in g  
c la im s in te rm s  of the i r  re la t io n  to ev id ence  an d  to  w h a t  a re  in so m e  sense, 
th o u g h  no t  u np ro h le m a t ic a l ly ,  real ev en ts  in a real World.
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T h is  r e l a t i o n s h ip  b e tw e e n  e d u c a t io n a l  re s e a rc h  vvriting a n d  f ic t ion  is 
b r o u g h t  e v e n  c lo s e r  if w e  a lso  a c k n o v v le d g e ,  as  I t h i n k  w e m u s t ,  th a t  
e d u c a t io n a l  re sea rch e rs ,  like w r i te rs  oi f iction, e m p lo y  b o th  a r t  a n d  artifice 
in  the  c o n s t ru c t io n  o f  th e i r  re sea rch  vvriting:

It is entirely com patib le  with their responsibilities as researchers to contrive 
the ir  case study, the ir  co n tem p o ra ry  history, their b iographical  writ ing, 
the ir  s torying so as to engage the reade rs ’ leelings and  im ag ina t ion  as well 
as their intellects, to d raw  them  into the Story, to help  th em  identily w ith  or 
at least u nd e rs tan d  the ir  charac ters  an d  their  settings.
They may reasonably  (m ay they not?) m ake decis ions in the in terests  ot 
li terary fluency, elegance, style o r d ram atic  effect. There are few w h o  have 
engaged in this genre w h o  have not for exam ple  selected a particularly  
juicy, a tten tion  g rab b m g  q u o ta t io n  for inclusion  in the title or ju x tap o sed  
siartl ingly co n tras ting  views of the sam e events for effect.

B e y o n d  th i s ,  a n y  r e s e a r c h  a u t h o r  w o u l d  h a v e  to  r e c o g n i s e ,  t h a t  in 
c o n s t r u c t i n g  s u c h  n a r r a t iv e s  \ve m a k e  s e le c t io n s  from  th e  d a ta ,  w e  take  
p o in ts  oi view, w e teli s to r ies  dravvn f ro m  a p re -e x is t in g  rep e r to i re  -  ali of  
vvhich signal th a t  th e  p u b l i s h e d  narra t ive  tells u s  as m u c h  a b o u t  th e  a u th o r  
as it m ay  a b o u t  a n y th in g  else a n d  remincl us tha t  the re  are po ss ib le  as m a n y  
d if fe ren t w ays  of ‘s to ry in g ’ the  sam e  ev en ts  as th e re  are p e o p le  p r e p a r e d  to 
w rite  th e m  ( in d e e d  m o re ,  b e c a u se  w e  c a n  ali p ro d u c e  d if feren t s to r ies  of 
the  sam e  events ) .  T h is  is in d e e d  w h y  s o m e  w o r k in g  in th is  g en re  insist o n  
a full c lec lara t ion  ot, as  it w e re ,  ‘w h e re  th e  a u t h o r  is c o m in g  I r o m ’, th e  
b e t te r  to  enab le  th e  r e a d e r  to take  th is  pe rso n a l  h is to ry  in to  a cco u n t .  Even 

w i th  th i s  a ss is tan ce ,  h o w e v e r ,  th e  n o t i o n  o f  an y  s im p le  c o r r e s p o n d e n c e  
b e tw e e n  the  p u b l i s h e d  na r ra t iv e  a n d  th e  ev en ts  o f vvhich it tells h a s  a lready  
b ee n  r e n d e re d  se r iou s ly  p ro b lem a t ic .  E pistem ological ly ,  it b e c o m e s  difficult 
to say e i th e r  w h a t  it w o u ld  m e a n  to d e sc r ib e  su c h  a n a r ra t iv e  as t ru e  o r  to 
exp la in  h o w  o n e  w o u ld  d e te r m in e  w h e th e r  o r  not it w as  t ru e  (see o n  th is  
Bridges 1999).

It is no t s u r p r i s in g  in th is  c o n te x t  th a t  s o m e  e d u c a t io n a l  r e s e a rc h e r s  
have  ta k en  th is  s l ide  f ro m  qu a l i ta t iv e  re sea rch  r e p o r t in g  in the  narra t ive  
fo rm  to  n a r ra t iv e  f ic t ion  to  its logical c o n c lu s io n  —  th ey  have  l icen sed  
them se lv es :

lo teli their educational stories w ithout the restrictive requirem ent to restrict 
themselves to w hat actually h ap p e n ed ,  or to that w h ich  they can suppor t  
w ith  evidence oi one  k ind  or ano ther ;
to take the exercise of the im aginat ion  vvhich is p resen t in any  research
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reporting a stage furiher to fill in the gaps in their evidence, perhaps to 
replace the researched setting by an imagined setting, the observed 
characters by characters of their imagining;
to enter areas of peoples’ thoughts or private lives which normally lie 
outside the evidential base;
to add extra ingredients  of d ram a or interest w here  p e rh ap s  the Story 
m ight have lacked either
ali in the interests of telling the ‘greater t ru th ’, the ‘greater realism’ (Butor 
1990 p48) which fiction has traditionally laid claim to express.

O ne exam ple  of this genre of fictionalised educational research narrative 
was a p ap e r  p resen ted  by Peter Clough at the 1999 Belfast conference of the 
British Educational Research Association, vvhich was in the fortu of a story, 
a povverful, em otionally  charged and convincing story abou t a male teacher 
w ho  was provoked  into violence against a pupil  w h o m  he saw spit at a 
y o u n g  w om an  probationer. This story was based in part (though one was 
never  su re  w hich  part)  on  research, w h ich  Clough  h ad  d one  in ‘failing’ 
schools, b u t  Clough was quite explicit that this was nevertheless a w ork  of 
f ic t ion  in vvhich he had  dravvn vvidely from  h is o w n  ex p e r ie n c e  a n d  
im agina tion  as vvell as his observation. As his pub lished  synopsis declared 
(BERA 1998 p.136) “purports  to be constructed from traditionally recognisable 
d a t a ” (he  had  c o n d u c te d  field resea rch  in the  sc h o o l)  b u t  vvhich vvas 
elaborated ,  detailed, em bell ished and  construc ted  out o f  his professional 
experience and imagination and in a style vvhich made it clearly redolent 
oi vvorks of imaginative fiction. Consequently, in, for example, its lack of 
deference to publicly accessible evidence, it appeared,  as he put it “to violate 
tnany com m only-he ld  principles and  p rocedures  of social science research” 
(BERA 1998,136).

i asked then  -  and I con t inue  to ponder  on the ques tion  -  w hether  this 
slide from  p e rh a p s  b io g ra p h y  and  a u to b io g ra p h y  or  c o n te m p o r a r y  or  
e thnographic  research into fictional vvriting implied  that there vvas no real 
dilference betvveen these different genres; or vvhether the elision betvveen 
educational research and  narrative fiction obscures some dist inctions vvhich 
vve m ight ignore  at som e perii ,  in vvhich case vvhat are the significant 
d if fe rences  betvveen th e m  and  vvhat the ir  d is t inc t ive  c o n t r ib u t io n s  to 
e d u c a t io n a l  u n d e r s t a n d i n g ?  (P lease  n o te  th a t  I am  c o n c e r n e d  vvith 
distinctiveness and not necessarily vvith a hierarchy of value).

In one a t tem pt to address  these issues (Bridges 2 000 )  1 explored four 
different k inds o fap p ro ac h  to identifying vvhat might be significant difference 
betvveen fiction and  vvhat vve might recognise as evidentially  g ro u n d e d  
e thnographic ,  historical or b iographical vvriting in the field of educat ion
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which featured what 1 insisted on referring to as ‘real’ correspondence, 
reported statements, exchanges etc.

The first approach suggested that the real might be necessary as a hasis (or 
assessing the truth or validity of fiction;
the second argued for the real as enabling readers to enquire into aspects 
of a topic which the author has ignored or excluded; 
the third looked at falsifiability as a feature of factual or fictional vvork; 
and the fourth examined vvhat I called ‘the magic of the real'.

For these purposes 1 was then dravving on two academic resources: traditional 
epistemology and the literature of museology.

The kincl of issues which 1 was acldressing in the educational context in 
terms of the relationship betvveen what for the sake oi convenience 1 will 
call real and fictional accounts of events (where the real are visihly and 
explicitly connected to evidential support and the fictional are not) echo 
very closely tnuch older discussions about the relationship between history 
(and especially biogiaphy) and fiction -  and especially about the standing 
and character of the htstorical novel vis-a-vis history proper. h occurred to 
me that t h is literature might vvell offer soine clues to our more contemporary 
concern vvith the relationship between educational (ictions and educational 
research.

Translated into this elomain, my question becomes: what, il anything, 
distinguishes history from fiction or from the historical novel and why or 
for what purposes might one prefer history to these sources -  what does 
history do tor us that fiction or the historical novel does not?

This chapter  is thus  som eth ing  ot a report on work in progress in 
ansvvering these questions1.

H istory a n d  h is t o r ic a l  f i c t i o n : s o m e  resem bla n ce

History and fiction both take many different forms, but let me limit the 
(ield by declaring lirst that l am here concerned vvith the narrative form in 
both cases, vvith those expressions of both history and fiction vvhich are 
expressed as stories -  and this narrative lorm is ot course one oi the features 
vvhich brings them together. Indeed, since the publication oi Hayden VVhites 
M etahistory  ( f9 7 3 )  ‘n a r ra t iv ism ’ has becom e perhaps  the dom inan t 
perspective in discussion oi the nature of historical discourse, so that 
Callinicos can claim that “the d i f fe r e n t  ui spec i f ica  of historical vvriting is novv 
held to be that it is a species of story-telling” (Callinicos 1995, 2).
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Let us note , secondly, that these historical an d  fictional s tories bo th  
constitu te  a literature bo th  in the more gcn e r i c  sense of a body  of writing, 
such as that exam ined in the ‘literature review’ w hich  research s tuden ts  are 
traditionally required  to perform, and in the hono r i f ic  sense of writing of 
som e qual i ty  or literary merit. In the n in e te e n th  c e n tu ry  and  after, for 
exam ple ,  the w orks of Gibbon or Macaulay have been read as w orks  of 
l iterature and  praised lor their literary d ist inction almost as m uch  as for 
their historical sweep and scholarliness. More recently W inston Churchill s 
History of the Seconcl World War w on  him a Nobel Prize for literature. Nye 
suggests that

Because the nineteenth century7 believed m ans mind to he controlled by reason 
and imagination working in harmonious relation, it believed poets, historians 
and philosophers could establish relations among themselves with ease and 
exactness.... History and literature, their nineteenth century practitioners 
agreed, offered a continuous, integrated, selective narrative of experience that 
had meaning and relevance to mans condition; both attempted to distil out of 
experience some understanding oi the relation between act and reaction, cause 
and effect... Both were assured of the im portance of their relationship, 
confident of their common purpose and optimistie of their chances of achieving 
it. (Nye 1966, 124-126)

li was the in troduction  of quasi ‘Scientific’ history under  the influence of 
Ranke and vvhich e roded  t h is intimate association oi historical w ith literary 
writing, which had its roots in the literary character  ot history as m uch  as 
in the historical content of the novel.

Thirdly, long before the incursions oi pos tm odern is t  theory, historians 
have acknowledged the problem s oi representation , vvhich are present in 
historians’ reading oi their primary sources -  he these official docum en ts  or 
private correspondence ,  archaeological artefacts o r  features of landscape, 
paintings, photographs  or film, nevvspapers of indeed contem porary  novels. 
Almost any historian w ould  acknovvledge that their  scholarly p roductions  
involve a selection of material,  an in terpre tat ion  of material,  a particular 
form of re-presentation of material in a changed context,  and  that elements 
of subjectivity, of pre-existing theoretical constructs ,  of ideology, perhaps, 
shape this process. Perhaps in the form of the novel, these elements have 
even freer play, but it vvould be nonsense  to deny that they are present in 
even the most scholarly, most evidentially g rounded  histories.

Fourthly, to app roach  the resemblance from the o ther  side, it is clear 
that some fictions set in historical time can show  a level of care for scholarly 
accuracy and detail com parable with that of the good historian. Thus, in a
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review of historical novels (to vvhich I shall refer again below) Collins vvrites 
of:

novels in vvhich a vvell-researched background is combined vvith sympathetically 
dravvn characters to allovv genuinely historical issues to be examined (Collins 
1990,6).

These are not hovvever only features of the genre of self-consciously ‘historical’ 
novels. If history approxim ated  to the novel in the n ine teen th  century, so 
also d id the novel approxim ate  to history. Confrontecl vvith George Elliots 
‘M idd lem arch’, H enry  Jam es vvas forcecl to ask “If vve vvrite novels so, hovv 
shall vve vvrite history?” (quo ted  in la Capra  1987, xii).

Fifthly, for these purposes, it is vvorth observing that bo th  history and 
historical fiction make claims to be revealing t ru th  abou t their  subject matter 
in some vvay, though  the notion of tru th  vvhich is involved in this claim is 
one w hich  carries some very different meanings. Note, hovvever, that the 
h is to r ia n i  conveying of m ean ing  is not restricted to the m ore prosaic or 
literal claims. As Nye po in ts  “the historian, like the poet and  novelist, is 
avvare of the m etaphoric  resources of language, and  he dravvs u p o n  them  
lor bo th  m eaning  and strength, as the scientist and  the social scientist may 
n o t” (Nye 1966 p l3 9 ) .  Nye may not have encoun te red  the social scientists 
vvho frequent the con tem porary  educat ion  research conlerences -  but his 
point about h is to r ian i  use ot language is surely one vve can recognise.

Sixthly, both literature and history require the active application oi creativity 
and of the imagination. For the historian as vvell as the novelist, the imagination 
is employed in the process of selection and  of interpretation. Selection involves 
decisions about vvhich tale to teli, vvhere to begin and to end, vvhat facts to 
pick out, hovv to arrange them  and  vvhat significance to endovv them  vvith. 
Interpretation involves attaching meaning to vvhat might othervvise be presented 
as ‘one d am ned  th ing  after an o th e r ’, cons tru ing  pattern, cause and effect, 
interpreting relationships -  and  relating ali this in terms vvith vvhich potential 
readers may engage. In these respects too the Creative and imaginary acts of 
the historian are not a hundred  miles avvay from the parallel acts oi the vvriter 
oi fiction.

Ali oi this echoes very closely the similarities 1 have observed previously 
betvveen factually basecl e thnog raph ic  Studies of educa t ion  and  narrative 
fictions oi education . The parallels vvith history and  the novel reinlorce the 
contiguity  of the tvvo genres. But does closer observa tion  oi history and 
fiction helps us any better to u n d e rs ta n d  the differences? It is to these that 
1 shall novv turn.
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HlSTORY AS LITERATURE WRITTEN UNDER HAND1CAP

O n c e  vve beg in  to ex p lo re  th e  d if ferences b e tw e e n  h is to ry  an d  l i te ra tu re ,  it 
is easy  to  c o m e  to the  v iew  th a t  the  h is to r ian  w ri tes  u n d e r  so m e  d isadvan tage .

M o s t  o b v iou s ly  the  h is to r ia n  m a y  on ly  o p e ra te  in th e  past tense. T h is  is 
an  o r i e n ta t io n  an d  stylistic l im i ta t io n  w h ich  den ies  the h is to r ian  the  v iv idness  
o f  th e  p re s e n t  c o n t in u o u s ,  b u t ,  m o re  im po rtan t ly ,  it d e n ie s  the  h is to r ia n  
access  to poss ib le  w orlds :  to  w h a t  m ight he; to w h a t  s h o u ld  be; to w h a t  will 
be; ev en  to w h a t  is -  ali o f  vvhich are o p en  te r r i to ry  to  the novelist.

F u r th e r ,  the  nove l is ts  c a n  e n te r  d o m a in s  o f  h u m a n  co n sc io u sn e s s  an d  
e x p e r ie n c e  b ey o n d  the  reac h  o f  th e  h i s to r i a n i  ev iden tia l ly  t ied  im ag in a t io n .  
As N ye  p u t s  it,

The rules of the h is to r ian i  gam e bar  h im  from doing w hat the poet or novelist, 
or  even the biographer, is allovved to do. The artist is perm it ted  to deal w ith  the 
in ternal curren ts  oi m e n ’s m inds, w ith  the em otions an d  ideas and motives that 
r u n  betvveen the m asks  tha t  m en  assume. it is in rem oving  the mask, in 
pene tra ting  dow nw ard  into the well of the individual consciousness  that the 
Faulkners and  C onrads and  Eliots and Robert Lovvells find their true purposes. 
(Nye 1966, 149)

T h i rd ly ,  w h i l e  th e  p o e t  a n d  n o v e l i s t  c a n  e x p lo i t  th e  r e a d e r s  ‘w i l l in g  
s u s p e n s i o n  oi d i s b e l i e f ’, t h e  h i s t o r i a n  is l i m i te d  b y  th e  c o n v e n t i o n a l  
r e q u i r e m e n t s  o f  c h r o n o l o g y ,  p o s i t i o n a ! i t y  ( s o c ia l  a n d  g e o g r a p h i c a l ) ,  
p laus ib i  1 ity a n d  authen tic i ty .  T h e  h i s to r i a n i  o p p o r t u n i t y  for creativ ity  an d  
im ag in a t io n  are th u s  s ign if ican tly  cu rta iled .

Finally, even  w h e n  they  m ig h t  p laus ib ly  an d  w i th o u t  a n a c h ro n i s m  fill in 
the  g aps  betvveen the p a r t s  o f  a Story vvhich the  ev id en c e  vvill s u p p o r t ,  they  
are p rev en ted  from  d o in g  so by the  re q u i re m e n t  for an ev iden tia l  base for 
the i r  acco u n ts .  T hey  m ay exerc ise  the i r  im a g ina t io n  a n d  creativ ity  in the i r  
se lec tion  oi th e i r  ev id enc e  (h is to r ian s  ten d  to taik  o f  th e i r  ‘h is to r ica l  facts’), 
in th e  o r d e r i n g  a n d  in th e  r e p r e s e n t a t i o n  o f  t h e i r  e v id e n c e  -  h u i  th e  
c o n n e c t io n  betvveen the  n a r ra t ive  an d  the ev iden ce  h as  alvvays to be m ad e ,  
a n d  if there  is n o  ev idence  available ,  th e n  the  p r u d e n t  h is to r ian  s tays si lent 
o n  that aspec t oi h is to ry  a n d  lcaves the  field to the  vvriter oi fiction. As 
K enn an  has p u t  it:

It is precisely in resisting the tem pta t ion  to go fu r ther  that his quality as a 
historian, as distinct from a 1 i t e ra ry person  pure and simple, is most basically 
expressed. The true m ark  of his trade  is that he accepts a set of rules lar m ore  
rigorous and  confin ing than  those, vvhich govern the novelist or the poet.  He
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cannot create the pieces of his puzzle; he must attempt to pu t it together from 
those he finds 1 y i n g around. Not only that, hut having found a few pieces, he 
cannot even order them to his hear ts  desire. They are ordered for hiin 
chronologically in advance by that most imperious of ali historical masters, the 
do cu m en ted  date, and before this au thori ty  he m ust bow  his head in 
unquestioning obedience. .. (Kennan 1959 quoted in Nye p 157-8)

Ali oi this starts to make history look like little more than  a poor relative to 
the relatively vvide ranging and  liberated possibilities of fiction -  unless 
you start to see the constra in ts  u n d e r  w h ich  the h istorian chooses to w ork  
as contribu tive  to sorne benefit,  som e particu lar  quality  w hich  is lost in 
lictional creations written  w ithou t the same set of constraints .

Before trying to uncover in more detail vvhat these m ight be, hovvever, 1 
w ant to re turn  to the history of the reia tionship  betvveen history and  the 
novel and  to the particular tu rn ing  point in the n ine teen th  cen tury  vvhich 
was m arked  by the em ergence of w hat aspired at least to in troduce a m ore 
‘Scientific’ app roach  to history and  w ith  this at least the tem porary  divorce 
oi the lvvo getires. Perhaps in this period of separation  there are sorne clues 
to w hat more positively d istinguishes history from its fictional relations.

‘W I E  E S  E I G E N T L I C H  G E X V E S E N ’ -  ‘SCIENTIFIC’ HISTORY AND THE 

BREAK W1TH LITERATURE

The later d ecades  of the  n in e te e n th  ce n tu ry  saw a w id e n in g  an d  seif- 
conscious divorce betvveen history and  literature, and the a rgum ents  a round  
this provide one source for an u n d ers tand ing  of vvhat might be distinctive 
betvveen h is tory  an d  l i te ra tu re  (an d  by e x te n s io n  betvveen ed u c a t io n a l  
research and educational fiction). The key figures in the em erging duality 
vvere Hegel, vvho rep resen ted  the literary trad i t ion  an d  vvho held that the 
vvriting of history began vvith a theory  vvhich might make order  out of the 
course of events and  Ranke, vvho s tood  firmly in an empiricis t  tradition 
and the belief that history began vvith the gathering  of inform ation about 
events, vvhich enabled  the faithful historian to teli vvhat really happened , 
hovv it really happened ,  ‘vvie es eigentlich gevvesen’.

There vvas m ore than one vievv of the sense in vvhich history might aspire 
to the condition  of science. These included:

(l) the aspiration to a kind of moral neutrality (Ranke vvas reacting to, among 
other things, the tendency of some nineteenth century historians to use 
history as a vehicle for moralising);
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(li) th e  asp ira tion  to objectiv ity  in the sense of a lack of p re ju d g em en t in 
advance  of the evidence;

(lii) a search  for laws of hum an  behav iour akin to those w hich  w ere develop ing  
co n tem p o ran eo u s ly  in fields such  as biology;

(iv) a rigo rous a tten tio n  to evidence to ‘the h istorical facts’-  w h ich  even led 
som e to  seek to lim it them selves to p rov id ing  the evidence at the expense 
of w td er theorising ;

(v) the ad o p tio n  of a m ore clinical, less 1 i t e ra ry style of w r i t i n g  i n  em ulation  of 
the  S c i e n t i f i c  genre.

N ye e x p la in s  tha t:

Hovvever they defined ‘science’ in history, these historians agreed that the ‘literary’ 
h is to ries w ritten  by the early n ine teen lh  cen tury  w ere unaccep tab le  by the new  
standards. They did not m ean  that history7 m ight not be w ritten  w ith  skill and 
a tten tio n  to the use of Language. They m eant that narrative history, w hose 
in te rp re ta tions depend  on  the persona] po in t of view of the h istorian, and w hose 
m eanings were influenced by his philosophical-theological beliefs, w as really not 
h is to ry  at ali, but literatu re , w hich was quite a different thing. They did not 
believe that the h isto rian  should  attem pt to be a conscious artist in the telling of 
his tale. He should be an observer, a g enera lizer... a narra to r of w hat happened , 
and  only that. The h isto rian  was to be honest and tho rough  and im partial: he 
shou ld  not w rite too w ell. . . ,  though  he should w rite as clearly, say, as the w riter of 
a laboratory  report or a sociological abstract. (Nye 1966 ,128)

N ot tha t ali con tem poraries accepted  the view that a Scientific concern  for the 
facts w as incom patib le  w ith  atten tion  to literary virtues in the form of p resentation . 
T heodore  Roosevelt, no  less, observed that good history is sim ply  a presen tation  
o f Scientific m atter in literary form: “The great h is to rian ,” he argued “ ... m ust 
have the  pow er to take the science o f history  an tu rn  it in to  literature.” (Roosevelt 
19 1 3 ,1 6 ).2 In a llow ing, how ever, th e  co n tin u in g  p resen ta tio n  of h is to ry  in a 
literary style, Roosevelt subscribed nevertheless to R ankes aspirations for a genre, 
w h ich  w as ‘Scientific’ in its approach  to facts, to evidence, to reality

The project o f historical scientificity (how ever this m ight be precisely defined) 
clearly offered the p rospect of a m u ch  clearer differentiation betw een history  and 
literature. It also p resented  a view of the particular m erits of history over fiction: 
h is to ry  offered  facts and  a vievv of h o w  th in g s really w ere, tr im m ed  o f the  
prosletysing m orality o r grand m etaphysical th eo rie s  o f a p rev io u s  g en e ra tio n .

S u b se q u e n t h is to r io g ra p h y  h a s  b e e n  r id d le d  w ith  d e b a te s  a ro u n d  the  
c la im s an d  a sp ira tio n s  m ad e  on  b e h a lf  o f  Scientific h is to ry  -  an d  th ese  w cre  
w ell reh ea rsed  befo re  su c h  in te lle c tu a l d eb a te s  to o k  th e ir  p o s tm o d e rn  tu rn . 
T he c ritic ism  h as  a d d re s se d  b o th  th e  näivety  of its e m p ir ic ism  (in  p a rtic u la r
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its failure to ap p re c ia te  th a t  h is to r ica l  ‘facts’ are  p r o d u c e d  by h is to r i a n s  as 
m u c h  as  t h e y  a re  f o u n d  b y  h i s t o r i a n s )  a n d  th e  l i m i t e d  n a t u r e  o t its 
in te rp re ta t iv e  goals. “By an d  la rg e ,” w ro te  E H C a rr  “the  h is to r ian  vvill get 
the  k in d  of facts he  w an ts .  H is to ry  m e a n s  in te rp re ta t io n .  ” (C a r r  1 9 6 1 ,  18).

H i s t o r y  a s  n a r r a t i v e  ( a c a i n )

T h e  w o rk  of ana ly t ic  p h i lo s o p h e r s  like D a n to  a n d  Gallie a n d  th e n ,  m o re  

radically, H ay d en  VVhite3 re - focussed  the  a t t e n t io n  ot h is to r ica l  th e o r y  u p o n  
the  n a tu re  o f  h is to r ica l  d is c o u rse  at a t im e  w h e n  s t ru c tu r a l i s m  w as  th e  m o s t  
povverful available  in te l lec tua l  resource .  T h e  c o n s e q u e n c e  w as  a rea f f i rm a t io n  
o f  w h a t  m ig h t  have  b e e n  called  ‘th e  c o n t ig u i ty  ot l i te rary  S tudies  w i th  the  
p ro j e c t  ot h i s t o r y ’. B a r th e s  w a s  a m o n g  th o s e  w h o  c h a l l e n g e d  th e  v e ry  
d is t in c t io n  b e tw e e n  ‘h is to r ic a l ’ a n d  ‘f ic tional’ d is c o u rse ,  a n d  m o re  espec ia lly  
h is to ry  tn  its n a rra t ive  torni:

Does the n a rra t io n  of past events, w h ich  in o u r  cu ltu re  from the t im e ot the 
Greeks omvards has generally been  subject to the sanction of historical ‘science’, 
b o u n d  to the u nderly ing  s tand ard  of the ‘real’, an d ju s t i f ie d  by the principles of 
‘rationa!’ exposi t ion  -  does t h is torni of n a r ra t io n  really ditfer, in soine specihc 
irait, in som e indub itab ly  dis tinctive feature, from im aginary  narra tion ,  as we 
tind it in the epic, the novel, an d  the dram a? (Barthes 1981, 7)

As Barthes clearly  in te n d s ,  o n c e  n o t io n s  of ra t io n a l i ty  a n d  o h jee t iv i ty  d e se r t  
history, o nce  the  n o t io n  o f  re fe rence  to so m e  k in d  of ‘rea l i ty ’ is u n d e r m i n e d  
(n o t  to  m e n t io n  an y  c la i tns  to  sc ien tif ic i ty )  th e n  the  d is t in c t io n  b e tw e e n  
h is to r ic a l  a n d  fic tional n a r r a t iv e s  b e c o m c s  e x t r e m e ly  d if f icu l t  to  su s ta in .  
Ju s t  as in th e  n in e t e e n t h  cen tu ry ,  ‘f ic t io n ’ in th e  to rn i  o f  the  n o v e l  a n d  
h is to ry  w e re  a ll ied  in th e i r  se a rc h  for o b jec t iv i ty  a n d  socia l  rea l ism ,  so, 
a c c o rd in g  to Barthes, w e re  b o th  g e n res  at o n e  in th e i r  lack  oi re le rence  to 
an y th in g .  Barthes again:

Claims con cern ing  the ‘realism ’of narrative are therefore to be d is c o u n te d . ... 
The function of narrative is not to ‘rep resen t’, it is to const i tu te  a sp ec ta c le . ... 
Narrative does not show, does not im i ta te . ... ‘W hat takes place’ in a narrative is 
from the referential (reality) po in t  of view literally no th ing ; ‘w h a t  h a p p e n s ’ is 
language alone, the  a d v en tu re  ot language. The un ceas ing  ce lebra tion  ot its 
Corning. (Barthes q u o ted  in W hite  1987, 115)

T h e re  is, ot c o u rs e  a l iuge  b o d y  o f  l i te ra tu re  a sso c ia ted  w i th  th is  line of
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a rg u m e n t. F o r the  m o rn en t 1 m u s t lim it m ysell to th ree  o b se rv a tio n s  an d  a 
q u e s tio n , vvhich w ill re tu rn  u s to th e  s ta rtin g  p o in t o f th is  paper.

(1) The (irst observation is simply that wc have in this discussion of historiography 
an d  the (ictional narrative form  a perspective vvhich vvould support not only 
the  elision of h istorical narratives w ith lictional ones, b u t by extension the 
elision of fictional educational w riting  w ith o ther form s w hich  lay claim  to 
som e kincl of evidential base and  reference to  events in  a ‘reaf World.

(li) Secondly, if we accept the Barthian approach , it is not only the claim s of 
h istory  (or social science) to reflect that reality that fall, but also those of 
narrative fiction -  and on a scale, vvhich w ould  certainly subvert the k ind  of 
pro ject on  w hich people likc C lough  have em barked . Fictional narratives 
becom e not, as C lough m ight have hoped , a m ore effective way in w h ich  to 
represent the reality of lived experience, but simply another spectacle, another 
celebration  of the bevvitching pow er of language.

(iii) T hird , the argum ent vvhich tu m s ali narratives into a celebration of language 
around  no th ingness am oun ts to a hugely reductive project, w hich vvhile 
being successful in observing som e things w hich  narrative lortns m ight have 
in com m on, leaves unansvvered the question  of w hat k inds of th ings m ight 
yet d istinguish  som e from  others.

lt is to  th is q u estio n  o f w hat m ig h t d is tin g u ish  h is to rica l n arra tive  from  fictional 
na rra tiv e  to  w h ich  1 w an t to re tu rn  in  m y final section .

T h e  D1ST1NCTION BETWEEN THE HISTORICAL AND FICTIONAL NARRATIVE

It m ay w ell be tha t the d is tin c tio n  b e tw een  h is to rica l an d  fictional narra tives 
can  o n ly  be m a in ta in ed  by re s to r in g  som e k in d  o f refe rence  for h is to rica l 
vvorks. W e have to o b serv e , I th in k , tvvo w ays in w h ich  the  w ord  h is to ry  is 
used : “to  an  o h jee t o f s tu d y  an d  to  an acco u n t o f th is  o h je e t” (W hite  1987, 
55), to refer to  th e  total o f past h u m a n  experien ce  o r so m e su b  set of it (eg the  
h is to ry  o f th e  E nglish  sp eak in g  p eo p le ) and  to refer to vvhat has b een  w ritten  
in an  a tte m p t to  d e sc rib e  an d  in te rp re t tha t e x p e rie n c e  “A H is to ry  o f  the  
E nglish S peak ing  P eo p le”) -  w h a t I shall refer to  for the sake o f o b serv ing  th is 
d is tin c tio n  as h is to riography . Briefly, it is a lm ost im possib le  to rnake sense  o f 
h is to r io g ra p h y  w ith o u t so m e n o tio n  o f th a t h is to ry  (in  th e  first sen se) to  
w h ich  il re la tes and  o f co u rse  of w h ich  it su b sc q u e n tly  becom es a part. So 
one  v iew  o f the  d ifference betvveen fiction and  h is to rio g rap h y  w o u ld  be to 
do  vvith the  fa ith fu lness o f the  acco u n t to w h a tev e r e v en ts  an d  ex p e rien ces  it 
c la im s to  be  an  a c c o u n t of.
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This however is too simple, not least because h is to n an s  like the rest o f  us 
have no direct access to the past; and  so it is impossible in any direct way to 
observe or check the re la tionship betw een  historical vvriting and  history. 
We have instead to rely on various p roduc ts  of that h istory that are ex tan t  -  
artefacts, buildings, docum en ts  of m any kinds, images -  those things vvhich 
for sho r t  1 shalf refer to as the evidence of history. H istorians take care 
(variously) to g round  their narratives on  such  evidence, to su p p o r t  their  
claims by reference to such evidence, to limit their accoun ts  to terr itory  in 
vvhich such evidence is available and to challenge each o th e rs  narratives by 
reference to (am ong other  things) the evidence available o r  nevvly discovered. 
W hile  fictional narratives may place g rea ter  o r  lesser a t ten t ion  to su c h  
evidence, it is in their nature  that they are no t lim ited to it, confined by it.

Hovvever, such ‘evidence’ is itself deeply am b iguous  -  w hat is it evidence 
of and how? VVithout access to the past can we know? VVhat d ist inguishes 
history is not just its evidential base, b u t  the disc ip lined and  ethical way in 
w h ic h  h is to r ia n s  are e x p e c te d  to a p p r o a c h  it. T h is  is an o b s e rv a b le  
d isc ipline4 vvhich typically includes: reference to such general requ irem en ts  
(vvith r e sp e c t  to e v id e n c e )  as hones ty ,  im p a r t ia h ty ,  t h o r o u g h n e s s  or 
com prehens iveness ,  accuracy; basic logical r e q u ire m e n ts  ab o u t  the vvay 
inferences are dravvn, requirem ents  of consistency etc; and  more distinctive 
and technical requirem ents  roo ted  in historical conno isseursh ip  to do  vvith 
the unders tand ing  and in terpre ta tion  of evidence against its historical setting 
(eg. u n d e r s t a n d in g  vvhat fu n c t io n s  a le t te r  (rom  Q u e e n  E lizabe th  Es 
am bassador to the N etherlands might have had, for vvhat purposes  it might 
have been vvritten and  vvho might have been expected  to have access to it -  
and  hence vvhat k ind of reading might be appropr ia te  to its co n ten t) .5

“VVhen the political chips are d o w n ,” conclucles Spitzer, “stories about 
the past vvill con t inuc  to c o m m a n d  o u r  assent w h en  they proceed  from 
shared assum ptions as to refevant evidence, legitimate inference, and  coherent 
logic. VVe cannot validate these s tandards by appealing  to them, bu t there is 
no need to validate them il the parties to the conversation  share th e m ” 
(Spitzer 1995, 1 2 0 -1 2 1 )  As Hunt argues, “the discipline of a discipline, by 
which I mean the rules of conduc t governing argum en t  w ith in  a discipline, 
does have a w orthy  function. Such rules m ake a c o m m u n i ty  of arguers  
possible.” (H un t 1991, 104). She might have a d d e d  that they also serve to 
define the boundar ies  of that community.

The problem  for my struggling argum en t is that m uch  of vvhat 1 have said 
here could  probably  be said in m uch  the same term s abou t at least some 
fictional writing -  most easily perhaps w ith respect to the historical novel. 
In an analysis of different k inds of historical novels Collins (1990)  develops 
a three tiered hierarchy, vvhich I suggest might equally  vvell be applied to
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n o v e ls  set in  the i r  c o n te m p o r a r y  setling. C o ll in s  d is t ingu ishes :

(a) Novels w hich  are ostensibly set in the past, bu t w hose  overriding purpose  is 
to concen tra te  on  ‘the  timeless them es of love, sex and  violence’ (Shreeves). 
Reference to historical events is m inim al,  and the p er iod  chosen by the au th o r  
is often ill u n d e rs to o d  and  som etim es tll-defined.

(b) Novels in which the au tho rs  research has provided an authentic background  
of artefacts and events against which the fictional characters themselves are 
e ither  s tereotyped or anachronistic.

(c) N ov e ls  in w h ic h  a w e l l - r e se a rc h e d  b a c k g r o u n d  is c o m b i n e d  w i th  
synrpathetically d raw n  characters to allow genuinely  historical issues to be 
exam ined. (Collins 1990, 6)

It is o n ly  th e  latter, w h ic h  C o ll ins  regards  as “g e n u in e ly  h is torical n o v e l s ” 
(C o ll in s  1990 ,  6) But o f  c o u rs e  the  cri ter ia ,  w h ic h  C o ll ins  is u s in g  to p ick  
o u t  th e  g e n u in e ly  h is to r ica l  n ove l s ta r t  to lo o k  p e r i lo u s ly  close  to tho se  
w ith  vvhich one m ig h t  iden t ify  the g en u in e ly  h is to r ica l  na rra t ive  itself!

E n d i n g

This excurs ion  from the  World of educational and ,  tuore broadly, social Scientific 
re s e a rc h  in to  th e  w o r ld s  o f  l i te r a tu re  an d  h is to ry  leaves  m e w i th  th ree  
observations.

First, it indicates that there  is a rich an d  long established bod y  of w rit ing  in 
b o th  these fields vvhich has direct application  to and  is capable o f in form ing  
the debates  in the educat ional research com m unity . E ducational research has 
looked in the past for its intellectual resources in the na tu ra l  and  social Sciences; 
it is. I th ink ,  healthy tha t  it sh o u ld  also engage vvith an d  dravv Irom the subtle 
e lo q u en c e  o f  the  h u m a n i t ie s .

Secondly, my ex cu rs io n  reinforces the co m plex ity  an d  contes tab i l i ty  o f the 
re la tionsh ip  b e tw een ,  on  the o ne  h a n d ,  fictional w r i t in g  and ,  on  the other, 
narrative forms vvhich lay so m e  claim to evidenlia l ly  based  rep resen ta t ion s  oi 
reality -  as well as d em o n s tra t in g ,  again, the in t im ate  contigu ity  o f  the two.

Finally , h o w e v e r ,  1 a m  left vvith th e  s a m e  d i s s a t i s f a c l i o n  w i t h  th e  
r e d u c t io n i s m  w h ic h  a s s im i la te s  h is to ry  to  th e  n o v e l  as 1 a m  w i th  th a t  
r e d u c t io n i s m  w h ic h  w h ic h  a s s im i la te s  e d u c a t io n a l  r e s e a rc h  to  f ic tiona l 
narratives. This  is par t ly  because  such  r e d u c t io n i sm  seem s to m e to limit the 
fruitful variety  of intellectual re sources  and  a p p ro ac h es ,  w h ich  w e can  b r ing
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to our  enquiry. lt is also, inescapably, because 1 find it difficult to accept that 
the manuscripts that ran through my fingers in the Bodleian Library, or the 
furrovved landscapes, castles, churches and temples that l c lambered over in 
search of evidence oi the past are simply the p roduc t  of narratives, rather 
than the products  of events and experiences, the pride and  the sutfering, of 
ou r  ancestors -  just  as i find it difficult to accept that these ancestors are 
simply products of our  narratives rather than in some vvay their source.

Essentially, then, the issue becomes one of ontology (what kinds of things 
exist?) and  of epistemology (how can we know  about these things?). The 
capacity to m ainta in a distinction betvveen narrative fiction and history or 
educa t iona l  research hattgs on  the o n to lo g ic a l  pos it ion ,  that there exists 
som ething beyond the narrative, and the ep is tem o log ica l position, that there 
are disciplined forms of enquiry  (represented  in eg history and  the social 
Sciences) which give us, albeit imperfectly and  problematically, some kind of 
purchase on these things. f do no t claim to have argued the philosophical 
case for either of these positions in this chapter, though  I have indicated 
some of the sources for and ingredients of such argument. For the m om ent 1 
m ust  content myself with the observation that success in defending these 
ontological and epistemological principles is a condition  of maintaining the 
view to which 1 am instinctively drawn. That is, that the cultivation of those 
disciplined forms of enquiry and the interrogation of experience and events 
remains a core function of educational research, notw ithstanding its proximity 
with forms of fictional narrative representation which have their ow n and 
distinctive capacity to illuminate hu m a n  experience.

N o te s

1 Readers are warned that the literature on the relationship between fiction and 
history is a long established one, and that a num ber of the sources quoted here 
were written before current practice with reference to gendered forms of 
expression was established in publishing. Some of these sources are a stark 
reminder of the extent to which, for example, history was represented lor many 
years as an exclusively male preserve.

2 An extract from Roosevelts ovvn history of T he  vvinning of the west’ gives a 
flavour of Roosevelts own literary pretensions: “The night was bitterly cold, for 
there was a heavy frost, and the ice formed half an inch thick round the edges 
and in the smooth water. But the sun rose bright and glorious, and Clark, in 
vvords, told his stiffened, famished, half-frozen followers that the evening would 
surely see them at the goal of their hopes. Without vvaiting for an answer, he 
plunged into the water, and they followed him with a cheer . . . .” (Roosevelt
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1 92 3 -6 ,3 8 0 )
3 “Probably  the m ost influential A m erican subverte r-from -w ith in  of the 

epestemological self-confidence oi the historical profession” (Spitzer 1996, 3).
4 Spitzer adopts an interesting and persuasive approach to the question of 

veridicality in history by examining a num ber of case Studies of debates around 
attem pts at historical deception -  and observes the standards to which ali 
parties to these debates are appealing. He concludes “this is to say not that we 
can stipulate the universal standards of historical tru th  but that we can identify 
the specific standards that are assumed to legitimate a given claim” (Spitzer 
1996, 12).

5 The example comes to mind because 1 recall as a first term history undergraduate 
in the Bodleian Library at Oxford being handed just such a docum ent to read -  
and feelmg totally flummoxed as to what to make of it at the same time as in 
some awe that this piece of vellum was the ‘reaP -  no, real -  object in the 
correspondence.
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R a i j a  E r k k i l ä  &  M a a r i t  M ä k e l ä

FACE TO FACE
H U M A N  D1M EN S10NS IN B10GRAPHICAL INTERV1EWS

he act of actively listening to ano ther  persons  life story is a com plex
p h e n o m e n o n  tha t seems to w arran t  more a t ten t ion  than it has been 

given so far. Narrative and biographical research has frequently touched  on 
the ques tion  of w hat it m eans to a person to teli his o r  her  ow n story. The 
possibility to teli and re-tell o n e s  life story seems to help people to perceive 
their  life as more organised, to assign new  m eanings to experiences and to 
u n d e rg o  an em ancipatory  process. (e.g. Fischer-Rosenthal 2000; McEwan

O n  the o ther  h an d ,  there is no t m uch  research on the experiences of 
researchers lis tening to their inform ants '  stories. There are a large n u m b e r  
o f  n a r r a t i v e - b io g r a p h ic a l  re se a rc h  r e p o r t s  as well as m e th o d o lo g ic a l  
han d b o o k s  d iscussing empirical research, but the actual practice of collecting 
data and, more specifically, the experiences of biographical researchers in 
do ing  research are rarely p resen ted  and  discussed. VVhile doing empirical 
re se a rc h ,  we have b e c o m e  c o n v in c e d  tha t  fee lings a n d  e m o t io n s  are 
inhe ren t ly  p resen t in each intervievv s itua tion  and shape  the d iscourse  
p ro duced  and, hence, the ou tcom e o! the interview. We w ould like to raise 
the  fo l lo w in g  q u e s t io n :  h o w  s h o u ld  r e se a rc h e rs  c o n l r o n t  th e i r  ovvn 
experiences in interview siluations and reflect the m ean ing  they apply to 
the research process?

In our  article, we will explore, based on our  own experiences, the thoughts  
and em otions of researchers aroused by interviews. VVe wanted to engage in 
self-reflection concern ing  these experiences, in o rder  to understancl them  
and to recognise the under ly ing  more general methodological issues that 
biographical researchers find themselves confronted  with. Finally, we will 
l ink  these  re f lec tions  to the  m e thodo log ica l  l i te ra tu re  on  b iog raph ica l

1997.)
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methods. First, however, \ve will describe our  actual practices as b iographical 
researchers, to give the reader a concrete  idea abou t the contexts in w hich  
our  experiences emerged.

R e s e a r c h  p r o c e s s

The data we are discussing in this article were collected in three separate 
Studies. Two o f  these S tudies focused  on  d e sc r ib in g  and  ana ly s ing  the 
professional grovvth ot s tuden t teachers. The material was collected while 
the in form ants  were s tudy ing  in a teacher educat ion  program m e. Maarit 
intervievved nine and Raija seven s tudents.  The th ird  set oi data consists of 
biographical interviews of seven teachers w ork ing  in F innish Lapland. These 
interviews were conduc ted  by Raija.

We b o th  chose to conduc t a cyclical series of interviews w ith each s tudent 
du r ing  their teacher education. The repeated interviews in Maarit 's  s tudy  
took place du r ing  1996-2000 , inc lud ing  altogether live intervievvs with each 
s tu d e n t .  The  first in te rv iew  c o n c e n t ra te d  o n  the  s tu d e n t  s life before  
en ro llm en t in teacher  education .  The next th ree  in terviews were stories 
about each s tudy  year. The final interviews were conduc ted  one year after 
g radua tion  from university. Raija started her  cycle of in terviewing with a 
more thematically s tructured  pian. The interviews were conduc ted  du r ing  
the year 1 9 9 5 -1 9 9 6 ,  and she carried out ali her  three interviews w ith  each 
s tuden t by (ocusing on the s tuden t teachers ' experiences d u r ing  their  teacher 
edu c a t io n .

As researchers, we share the exper ience  of hav ing  ga thered  o u r  data  
t h r o u g h  in te n s iv e  in te rv ie w s  a n d  h a v in g  c h o s e n  to c o n d u c t  several  
in te rv ie w s  w i th  o u r  i n f o rm a n ts  d u r in g  th e i r  t e a c h e r  e d u c a t io n .  The 
interesting aspect of this is that we later realised o u r  m e thods  had been 
notably similar and  also that we had confron ted  clearly similar experiences 
in o u r  interview situations.

R e p e a t e d  i n t e r v i e w  s e s s i o n s

N u m e ro u s  m e th o d o lo g ic a l  te x tb o o k s  p rov ide  d e ta i led  a c c o u n ts  of the 
techn ica l i t ie s  o f  successfu l  in te rv iew s,  su c h  as h o w  to p re p a re  for an 
interview, what eq u ipm en t  is needed, vvhat good ques tions are like, vvhat 
shou ld  be done after the interview, etc. (e.g. Cresswell 1998; Jovchelovitch 
Cr Bauer 2000; Kvale 1996). But this was not enough  for us as b iographical
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researchers. YVhile doing our actual practice, we needed a w ider analytic 
perspective to the interview situation, including explic it consideration o f 
the influence and personal contribution of the interviewer.

For instance, in Raijas case, it happened that some o f the student teachers 
started to teli about the ir previous life more intensively than expected. 
A lthough the study was not originally meant to he biographical, it became 
apparent during the research process that the informants produced stories 
that \vere largely biographical (cf. Woods 1996, 79). This was especially 
true in one case, vvhere the life-story vvas so intensive that a thematic analysis 
would have failed to bring out the plot oi the informants Story (see Erkkilä 
1998). That was one of the critical incidents in Raija s life as a researcher. 
When, in 2000, we were starting a new study on northern teachers, it the 
method of biographical interview was a self-evident choice.

Maarit's ortginal aim was to tocus only on student teachers' professional 
growth. But it became evident during the research process that personal 
life and professional growth are so strongly intertw ined as to be inseparable. 
Thus, reflecting back on these research episodes, we may easily claim that it 
was these repeated interview sessions that convinced us of the relevance of 
the biographical vievvpoint. Through repeated interviews, the interviewer 
really becomes interested in her informants personality and choices. The 
interviewee sim ilarly begins to feel that the researcher is genuinely interested 
in his or her life, and in an optimal case, the repeated meetings w ith  the 
researcher result in  a confidential relationship.

Kelchtermans (1993; 1994) describes in detail this cyclical vvay of doing 
biographical interviews. He highlights the benefit oi analysing the data after 
every interview. Each analysis provides topics for the next interview, and 
the in terv iew s thus constitu te  cum u la tive  sources o f data. Also, the 
“ information gaps” and unclear passages of the first interview can be filled 
in during the later sessions. Each resumption of a topic elaborates the Story, 
and the repetitive  instances of narra tion may shed new ligh t on the 
interrclations of events, not only for the researcher but also for the narrator. 
It vvas these guidelines that oriented our w ork  oi do ing  biographical 
intervievvs.

UNEXPECTED S1TUAT10NS AND FEELINGS EACED BY THE RESEARCHER

1 ani sitting face to (ace with a complete stranger, discussing w ith him his work 
and past life. 1 suddenly become aware of an absurd feeling: What makes this 
unknown person teli me about his life? Why did 1 choose to interview him?
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Why did he consent? But despite this ieelmg, the situation continues. He goes 
on to teli me more about himself, and 1 ask questions and make comments 
vvhen necessary. (Raijas field note)

An in terv iew  m ay even tu rn  o u t  to be th o ro u g h ly  frus tra t ing ,  an d  the 
interviewer may end  up  trying to find a way ou t of the situation. For som e 
reason, no re la tionsh ip  develops or  the initially es tab lished  re la t ionsh ip  
fails to develop lurther. Kelchtermans (1994, 100) no ted  in his ovvn research 
that the deve lopm en t  of a confiden tia l re la t ionsh ip  required  a ba lanced  
give-and-take relationship. Collecting b iographical data  shou ld  no t be “one- 
way-traffic”, bu t  trustfulness is enhanced  by m utual reciprocality. G oodson  
(2000, 20) also talks abou t giving and  taking in biographical intervievvs. 
There  are two par t ic ipan ts  in the research,  w h o  see the w orld  th ro u g h  
diflerent prisms of practice and  thought.  Such a valuable dif lerence may 
provide the outsider, i.e. the researcher, vvith a possibility to back goods in 
“the t rade”. The insider offers data and insights; the outsider, in pu rsu ing  
glimpses of s tructure  in different ways, may also contribu te  data and  insights. 
That is, according to G oodson, w hy  the term s of trade look favourable.

Occasionally the researcher may be overvvhelmed by a feeling that there 
is no th ing  to exchange:

km in a new face-to-face situation again. I feel uncomfortable. 1 leel l’m listening 
to a story based on a prepared manuscript, and I have nothing m uch  to 
contribute to it. The questions 1 make seem to provoke no response. 1 feel 
myselt completely diflerent from my informant, and F m alraid he shares this 
feeling. (Raijas field note)

We believe that many researchers have experiences of bo th  successlul and 
unsuccesslul interviews. Especially in an extensive research project, part of 
the stories always get lcss attention. VVhat makes the researcher especially 
interested in certain  stories? Time and again, the b iographical researcher is 
faced hy the ques tion  oi hoth  her own motives to do this k ind of research 
and  her  in lo rm an ts  motives to teli abou t their  life. O u r  ow n  motives derive 
Irom the theoretical and m ethodological premises oi narrative-biographical 
research. The em erg ing  story is ahvays vievved against the background  of 
th e  p e r s o n s  life a n d  the  s u r r o u n d i n g  c o n te x t .  T h e  key id e a  is th a t  
experiences abou t the past and  expectations about the future influence the 
persons  percep tion  oi the present (Kelchterm ans 1993, 199). Another  hasic 
assum ption  is that hum an  beings have a narrative ap p ro a ch  to their lives 
and therefore teli abou t things that are im portan t  to them. (Bruner 1987).
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A c c o r d in g  to  o u r  ex p e r ie n c e ,  intervievvs are a lw ay s  s i tu a t io n -s p e c if ic .  
D i l te ren t  roles in e v i tab ly  evolve in a given s i tua t ion .  T h e y  are n o t  m e re ly  
s o m e lh i n g  a d o p te d  b y  th e  researcher ,  n o r  d o es  the  in te rv iew ee  d e c id e  a b o u t  
th e se  ro les  in a d v an ce .  lt is the  act oi te l ling  a n d  re -o rg a n is in g  th e i r  life- 
s to ry  th a t  g en e ra te s  a ne ed ,  to w h ich  th e  re sea rch e r  is e x p e c te d  to re s p o n d  
t h r o u g h  the  role a ss ign ed  to her. lt is prec ise ly  th is  in t im a c y  w ith  a n o th e r  
p e r s o n s  life th a t  is c h a rac te r i s t ic  o f  b io g ra p h ic a l  in terv ievvs a n d  ties the  
r e s e a rc h e r  to the  intervievvee m o re  closely  th an  an y  o th e r  k in d  o f  interview.

T h is  is m y th i rd  in te rv iew  w ith  th is  s tu d e n t ,  and  I t ind  we are a lm ost 
acqua in tances  by now. We start with  small taik, just like tw o people  w h o  know  
each o ther and h app en  to meet. As the intervievv proceeds, 1 realise m y informant 
has g row n  m o re  trustful of me. The s tuden t  l m  intervievving resum es certain 
po in ts  she m ade  d u r in g  the p reced ing  interviews and  prov ides  supp lem en ta ry  
in fonna tion  she was not ready to disclose last time. She tells about her emotional 
tu rm oil  and painful expenences. This also helps me to unders tand  our  previous 
enc o u n te rs  better.  (M aarits  field note)

T h i s  p ie c e  o f  r e f le c t io n  sh o \v s  th a t  r e p e a te d  in terv ievvs m a y  allovv th e  
in fo rm a n t  to r e s u m e  th e m e s  at a m o re  p ro f o u n d  level a n d  even  b r in g  u p  
sens it ive  to p ics  (see also Lee 1993).  T he  b iog raph ica l  a p p r o a c h  m ay  even  
have  the  c o n s e q u e n c e  tha t  the  re s e a rc h e r  f inds the  intervievvee to  exp ec t  
h e r  to be, ap a r t  f ro m  b e in g  a r e sea rch e r  an d  a listener, a lso  a fr iend  a n d  
even  a th e r a p is t  (Cf. C o n n e l ly  &r C la n d in in  1995; S c h m i d t  &r Knovvles 
1995; Jo s se lso n  1995).  Still, as far as vve can  see, the  t h e r a p i s t s  role is n o t  
g o o d  for th e  researcher .  R esearchers  have no t  b een  e d u c a t e d  to  vvork as 
th e ra p is t s ,  n o r  d o e s  re sea rch  a im  to be th e r a p e u t ic .  A c c o rd in g  to  Kvale 
(1 9 9 6 ,  125),  too ,  the  re sea rc h e r  s h o u ld  try to k eep  the intervievv f ro m  tu r n in g  
in to  a th e r a p e u t i c  sess ion .  A g o o d  intervievv, hovvever, m a y  re se m b le  th e ra p y  
in tha t  the  intervievvee l inds the  very  act o f  te l ling  re l ieving vvithout e x p e c t in g  
the  intervievver to c o n t r ib u te  a so lu t io n  to the i r  p ro b le m s .  T h e  intervievvee 
finds the intervievver a listener, vvho is like a reliable f r iend  they  can  con f ide  
in.

W hile  c o n d u c t i n g  b io g rap h ic a l  intervievvs, b o th  oi u s  h av e  also  c o m e  
across  a n o th e r  r e s e a rc h e rs  role, vvhich m ay  be the  m o s t  c o m m o n  e x p e c ta t io n  
a p p l i e d  to  t h e  in te rv ievver .  T h i s  r e s e m b le s  th e  “t r a d i t i o n a ! ” ro le  o f  a 
r e sea rch e r  (see G u d m u n d s d o t t i r  1996; Jo v c h e lo v i t c h  &r Bauer 2 0 0 0 ) .  In 
those  s i tu a t io n s ,  vve leit tha t  vve vvere e x p ec ted  to ask d irec t  q u e s t io n s ,  to 
vvhich the  in tervievvee tr ied to p ro v id e  as “g o o d ” ansvvers as poss ib le .  As far 
as vve c an  see, intervievvees really try to be  he lpfu l.  T h ey  h o p e  lor a good  
o u tc o m e  of re sea rch  a n d  try to he lp  the  re sea rch e r  as bes t  th ey  can.
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U n d e r ly in g  th is ,  m a y  be the  in te rv ie w e e s  idea  a b o u t  the  su p e r io r i ty  of 
Scientific k n o w le d g e  a n d  the  re la ted  a s s u m p t io n  of “co rrec t  k n o w le d g e "  as 
d if feren t f rom  ev e ry d ay  knovvledge a n d  e x p er ien ces .  T h e  in te rv iew ee  m a y  
also  su b je c t iv e ly  a s s u m e  w h a t  th in g s  th e  in te rv ie w e r  w a n t s  to  h e a r  a n d  
w h a t  sh e  a lready  k n o w s .  A c c o rd in g  to  B urgos (1 9 8 8 ,  1 1 -1 2 ) ,  d if fe ren ces  in 
b a c k g r o u n d  a n d  c u l tu re  betvveen the  in tervievver a n d  th e  interviecvee m a y  

also result in a s i tu a t io n  w h e re  the  in te rv iew ee  on ly  tr ies to give th e  k in d  o f  
a n sw e rs  they  e x p e c t  the  intervievver to w an t .

In th e  light o f  th e se  few e x a m p le s ,  w e  have  t r ie d  to  p o in t  o u t  th a t  a 
n a rra t iv e -b io g ra p h ic a l  intervievv is a relatively n e w  a n d  un fam il ia r  s i tu a t io n  
to b o th  the in te rv iew ee  a n d  th e  in te rv iew er ,  w h ic h  a lw ays req u i re s  sorne 
n e g o t ia t io n  o f  roles.  A l th o u g h  it m a y  re s e m b le  in fo rm a l  c o n v e r s a t io n ,  it 
d iffers from  o rd in a ry  co n v e rs a t io n  in b e in g  go a l-o r ie n ted .

T h e  r e s e a r c h e r  a n d  h e r  o w n  l i e e - s t o r y

T h e  c o m m i t m e n t  to  w o rk  o n  the  life e x p e r ie n c e s  a n d  b io g ra p h ie s  of o th e r  
p e o p le  m a k e s  th e  r e s e a rc h e r  face a n u m b e r  of q u e s t io n s  a b o u t  h e r  o w n  
identity, b io g ra p h y  a n d  p e r s o n a l  ex pe r ien ces .

While  1 was listening the  in terv iewees Story, 1 cou ld  no t he lp  my though ts  from 
w an der ing  to m y  ow n  experiences. 1 su d d en ly  recognised  in myself feelings 
and  things 1 h ad  not been  aware of for a long time. This aroused  contrad ic tory  
em otions  in m y m ind .  1 was clearly s t ick ing  to the rule tha t  an objective 
researcher m u s t  keep a d is tance to things —  w h ich  was som eth ing  1 had  learnt 
years ago. Even so, so m e th in g  m me said that these tho ug h ts  and  feelings, 
w hich  pertained to my own life, were too im portan t to be ignored. For the time 
being, however, 1 forced myself to co ncen tra te  on what the interviewee was 
saying, and  only allowed myself to re tu rn  to the  transient em otions  1 had  had 
d u r in g  the interview later in the evening.

It vvas then  tha t  1 leit the full im pact oi the realisation: W hy  did  1 not have 
any p h o tog raph s  of m y father a round?  Ttiis h ad  su d d en ly  occurred  to me 
vvhile 1 had been  listening to the informant teli som eth ing  about her ow n father. 
1 was horrified to discover that f 1 years had elapsed since my fathers death. Ali 
of a su dd en ,  1 n ow  realised l ha d  no p h o to g raph s  of hi m a ro u n d  and  1 had not 
even gone to see his grave for years. And still 1 knew  he had  been one of the 
m ost im p o r tan t  people  in my life and  still was —  in my m em ories .

1 cou ld  no t get rid of this controversy. 1 finally h ad  to recall my fathers face, 
his way of vvalking, even his smell. This caused me to reflect niore deeply on  m y 
relationship w ith  my own father and 1 soon found myself in a turmoil of emotions.
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New, at last, I was able to process my anger for his having leh me and dted 
vvithout even saying goodbye to me. I went through a period of griel and 
longing and cried more than I had lor a long time. It took me weeks to get over 
the matter. Finally, one morning, I realised I had come to terms with his death. 
1 had dreamt about my father: he was helping me to renovate my home. In my 
dream, 1 asked him: where have you been ali these years?” (Maarit's field note)

This experience and soine others suppo r t  our  conviction that the researcher 
can never  be a com pletely neutral outsider. O u r  own life experiences orient 
o u r  in te rp re ta t ions ,  an d  the life-story to be in te rp re ted  or ien ts  our  life, 
even il only by evoking m inor m em ories and past incidents.  The need to 
listen to o ther  peop les  life-stories awakens a desirc to cons ider  ones  own 
biography.

But w here  are researcher biographies? This topic has not been discussed 
m uch  in the guidebooks for researchers. Yet, there are clear signs to indicate 
tha t  resea rche r  b iog raph ies  sh o u ld  also be to ld , and  p u b l ie  d iscuss ion  
concern ing  this has already begun. There are also some exam ples of stories 
told by researchers or supp lem enting  research reports. (e.g. Elbaz-Luvvisch 
1995).

Traditionally, research reports have been stories ot what aspects of a given 
p h e n o m e n o n  have been s tud ied  and how. W hy  and  by w h o m  a certain 
phenom enon  has been studied are questions that have not been ansvvered in 
the course of research, nor have they even been asked explicitly. Elbaz-Luvvisch 
&r Pritzker (2001, 17) consider the norm s of the academic World a major 
problem. These norm s underrate the need to expose feelings or even experiences 
of failure. Therefore we agree with their conviction that acknowledgement of 
ones own feelings also helps the researcher to understand both herself and the 
ohjeet of her research. Therefore, the researcher should not try to completely 
separate the emotional and cognitive aspects of her work.

Emotions and reason have generally been considered m utual opposites, and 
especially traditional science has dentanded a strict differentiation of the two. 
Scientists have developed a huge n u m b e r  of instrum ents  to eliminate the 
p o ten tia l  im p a c ts  of the rese a rch e r  on  the research  results .  This is an 
understandable and acceptable objective in natural Sciences, but the efforts to 
apply these principles to hum an Sciences resulted in insurmountable problems. 
Many researchers have faced the contradictions between the dem ands of science 
and their real experiential World. So did Wagner (1999, 325), who provoked 
her colleagues by asking how research and emotions are related. After ali, has 
not the credibility of science traditionally been based on the requirement that 
researchers  keep  the ir  personal em o tio n s  se p a ra te  f rom  th e i r  ra t iona l  
com m itm ents?
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Brannigan &r Merrens (1 995) also point out that Studies aiming at objectivity 
lack the hum an  voice. Research reports lack a narrator  vvho w ould  go beyond  
the phen o m en a l  level of research and  describe the contex t in w h ich  the 
researchers interest in this specific topic was aroused. Researchers voice and 
personal signature (Connelly Sr Clandinin 1997, 85) are ahvays manifested 
in the style and form oi the research report.

lt w ould  also be interesting to find out vvhat tnotivates a researcher to 
spend  years \vorking on the same topic, seeking answers to research questions. 
To provide ansvvers to such questions, there should  be more subjective and 
personal stories of research and, more generally, stories oi w ork  as a researcher. 
They w ould  help us unders tand  the World oi research from a com pletely  
new perspective. One example of this is the reflective description by Roy F. 
Baumeister (1995), social psychologist, ot how  he ended  up  being a researcher. 
His story arouses a new kind oi interest in the interrelations between things 
and the World of research. Having worked as biographical researchers ourselves, 
we have felt that an opportunity  to read about the conflicts and challenges 
faced by other researchers makes us reflect on our own researcher stories.

The basic assum ption ot narrative research is that the Story continues to 
evolve u p o n  be ing  told. We began  to ana lyse o u r  o w n  ex p e r ien c es  as 
researchers, but soon realised that it was not so simple to capture them  on 
paper  as we had thought. \Vriting about onesell was really quite different 
from read ing  and  analysing  the life-stories oi o th e r  peop le .  But it was 
interesting to realise that the ditferent stories we have collected an d  their 
various details encouraged us to discover in ourselves even things from our 
distant past that unexpectedly re-actualised.

W h y  carry  o n  b io g r a p h ic a l  in t e r v i e w s ?

According to our  experience, narrative-biographical interview is a Special 
kind of interview. li is dem and ing  and  time-consuming. It is always situation- 
specific and unpredictable, and the researcher often ends up in novel and 
unexpected  situations while collecting data. We found this astonishing, as 
our  own education in the 1980s prepared us for a different researchers role. 
According to this alleged role, the researcher should  remain distant from her 
in fo rm an ts  an d  m a in ta in  a n eu t ra l  a t t i tu d e  tovvards th e m . O u r  recen t 
exper iences  of research, however, have p roved  that we are living, very 
concretely, at a "narrative tu rn ”. This has also caused us, as researchers, to 
u n d e r g o  a k in d  of p a ra d ig m  ch a n g e  (see C h a m b e r la y n e  et ah 2 0 0 0 ;  
Polkinghorne 1995, also Heikkinen , in this book).
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A lthough it is often easy to adopt novcl ideas at a theoretical level, only 
practical w ork  shows how  wcll wc have been able to internalise these ideas 
and how  funclional they are. It may be, alter ali, that ali hu m a n  interaction is 
su scep tib le  to surprises that can never be an tic ipated  in textbooks. The 
researcher is seidoin prepared to encounter  the variety of roles and emotions 
that may emerge in the course of an interview. Therefore, it has even been 
claimed that ali factors contributing to the process of narrative research should 
be critically evaluated. It is not enough to present the content of the Story, bu t 
we should  also ask how we, as researchers, have contributed to the process of 
research (McEwan 1997),

An inter\Tiewer doing research is ahvays present in the interview as her 
ow n self. The intervievvers personality ahvays affects the storytelling: w hat is 
said and  how. The interviewer also personally affects the way in which the 
narra to r  nairrors the interviewers personal characteristics. The interview is 
Itke “a two-way m irror” (Elbaz-Luvvisch &r Pritzker 2001). W ho  does the 
narrator feel they are telling their story to? Hence, the researcher does not 
merely represent her own personality to the teller, but may also represent the 
larger audience to w hom  the story is addressed.

We consider the narrative turn  especially welcome. It brings everyday life 
closer to the researcher. Biographical researchers are no longer interested in 
hero stories, but show increasing appreciation of personal knovviedge and 
Studies of everyday knowledge. Many oi o u r  storytellers have also voiced 
their astonishment: W hat is it in the life of an ordinary person like myself 
that could be interesting for research? D on’t they only write biographies of 
the great m en  and vvomen? This major change ultimately allows the researcher 
to be hum an  and to live, th rough  her emotions, both her own life and the 
intervievvees life.

O u r  aina th roughout this article has been  to underline the researchers 
contribu tion  to biographical interviews and to highlight the relationships 
implicit in them. One issue closely related to this is the question of how  the 
researchers voice is heard and seen in the research process more generally. 
The researchers voice is manifested in different ways. Both while listening to 
a story and w hen  analysing the materiat, the researcher may, intuitively and 
spontaneously, (ill in gaps. This may result in two stories: the researchers 
story and the intervievvees story (Chase 1996, 54) Il is also a knowm fact that 
dilferent researchers see different things in the same story. Apart from being 
guided by her personal view, the researcher is always also guided by theoretical 
knowledge. The researcher ahvays views things through her own lenses and 
may even be blind to certain aspects oi her own research. We therefore consider 
the ques tion  of “voice” to be a com plex  issue, vvhich con t inues  to pose 
challenges that warrant both research and rellection.
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A r t o  L a i t i n e n

CHARLES TAYLOR AND PAUL RICOEUR 
ON SELF-INTERPRETATIONS AND 

NARRATIVE IDENTITY

In ihis article 1 d iscuss Charles Taylors and  Paul R icoeurs  theories  of 
narrative identity and narratives as a Central form of se lf- in terpre tat ion .1 

Both Taylor an d  Ricoeur th ink  that self-identity is a matter  of culturally  
and socially m ed ia ted  self-definitions, vvhich are practically relevant for 
o nes  orientation  in life.2 First, I will go th rough  various characterisations 
that Ricoeur gives of his theory, and ask vvheler they apply to Taylors theory. 
Then, 1 vvill analyse more closely Charles Taylors, and Paul Ricoeurs vievvs 
on narrative identity.

T h e  VARIOUS m e d i ä t i n g  r o l e s  o f  NARRATIVE id e n t i t y

The most general point that unites  Ricoeur and Taylor is that they both 
have very s trong  intu itions against one-sided  reductions. From Ricoeurs 
texts we can find as m any as eight different characterisations of narrative 
identity as playing sorne k ind of mediäting role:

1) Narrative identity contains both hc irm o ny  a n d  d i ssonance .  Narratives mediate 
betvveen discordance and concordance and bring about “discordant 
concordance” or “concordant discordance” to our identities, especially 
vvhen the discordance in question is tem p o ra l .  (Ricoeur 1984, 4, 21, 31 ,42 , 
4 3 ,4 9 ,6 0 ,6 9 -7 3 ,  151, 161, 168,229)

2) Narratives are both l ived  a n d  told. Narrative configurations mediate betvveen 
the world oi action and the world oi the reader. (Ricoeur 1984, ch.2, ch.3;
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Ricoeur 1991; Carr 1986; Kaunismaa Sr Laitinen 1998)
3) Narratives are both innovative and based on established views. Narrativity, 

in the m a n n e r  of trad itions,  inc ludes a dialectic of I n n o v a t i o n  a n d  
s e d im e n ta t io n .(Ricoeur 1984, 68, 69, 77, 79, 166, 208, 229).

4) Narratives combine fact a n d  fiction. Narrative identity occupies a Central 
position betvveen historical narratives and narratives of literary liction 
(Ricoeur 1987, 244-9).3

5) Narrative identity mediates betvveen “w h a t  is” a n d  “w h a t  ough t  to b e ”. 
Narration occupies a middle ground betvveen neutral description and 
ethical prescription. (1992, 114-5, 152-168). Narrative identity is not 
reducible to neutral description although, on the other hand, ethical 
identity is also not reducible to narrative identity.4

6) Narrative identity mediates betvveen tvvo kinds oi permanence in time, 
betvveen tvvo poles of self-identity (or “ipse-identity”). These tvvo poles are, 
first, “selfhood vvithout support from sameness” (“pure ipse"), vvhich Ricoeur 
Ulustrates by the phenom enon of “keeping ones vvord”. The second pole is 
“selfhood as supported by sameness” (“ipse as supported by i d c m ”), vvhich 
Ricoeur illustrates vvith the phenom enon of character. This opens up a 
space for “an in te rven t ion  of narra tive  identity  in the concep tua l  
constitution of personal identity in the manner of a specilic mediator 
betvveen the pole oi character, vvhere idcm  and ipse tend to coincide, and 
the pole of self-maintenance, vvhere selfhood frees itself from sameness.” 
(Ricoeur 1992, 119, cf. also 1-3, 113-125, 140-151.)

7) Theories of narrative identity are located betvveen an affirmation of a certain 
and indubitable “1” and a total rejection of an “1”. The hermeneutical 
approach to selfhood occupies a central position betvveen Cartesian cogi- 
to-philosophy and the Nietzschean philosophy of “the shattered cogito” 
(Ricoeur 1992, 1-25). Narrative identity helps to solve the antinomical 
oscillation these polar opposites  crea te .5 Narrative identity nei ther  
presupposes nor tully rejects a cogito.

8) In narrative identity, the person is not merely the one vvho tel Is the Story, or 
merely the one about vvhom the story is told, but she “appears both as a 
reader and the vvriter of its ovvn life” (1987, 246). Thus, the individual is 
both the in tc rp rc tc r  and the in tc rprc tcd ,  as vvell as the rccipicnt of the 
interpretations.

Typically of Ricoeur, ali of these characterisations illustrate hovv narrative 
identity m ediates betvveen tvvo extremes: h a r m o n y  a n d  d is s o n a n c e ,  l ivcd  a n d  
to ld ,  in n o v a t io n  a n d  s e d im e n ta t i o n ,  fac t  a n d  f ic t io n ,  “w h a t  i s ” a n d  “vvhat oug h t  to 
b e ”, v o lu n ta r y  a n d  in v o lu n ta r y ,  e x a l t e d  cogito a n d  “sh a t te re d  c og ito”, the a u t h o r a n d  
the  r e a d e r Taylor has a similar taste for avoiding extremes, and  his position 
is in substantial agreement vvith Ricoeurs on many points.
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N everthe less ,  C h ar le s  Taylor w o u ld  no t agree w ith  ali o f  the  m e n t io n e d  
p o in ts .  T h e  Central d i f fe re n c e  betvveen th e  tw o  is th a i  R ic o e u r  fa v o u rs  
ind i re c t  h e rm e n e u t ic s ,  vvhereas Taylor seem s to  op t  for d irec t  h e rm e n e u t i c s .7 
In c o n n e c t io n  to n a r ra t iv e  identity, th is  m e a n s  tha t R icoeur  s analys is  c o n ta in s  
a d e to u r  th ro u g h  a s t ru c tu ra l  analys is  o f  n a r ra t io n  as e m p lo tm e n t .  Taylor 
a lso  locates  narra t ives  d irec t ly  o n  th e  e th ica l level, w h e r e a s  R icoeur  says 
tha t  n a rra t ives  m e d ia te  betvveen the  e th ica l a n d  d e sc r ip t iv e  p e rsp ec t iv es .  
F urther ,  Taylor d o e s  n o t  d raw  a d is t in c t io n  betvveen th e  tvvo po les  o f  seif- 
iden t i ty ,  b u t  i n s te a d  t e n d s  to  fo c u s  o n  th e  s id e  o f  vvhat R ic o e u r  cal Is 
“c h a r a c t e r ”.

Paul R icoeur  ana lyses  n a r r a t i \ ’e iden t i ty  from  the  v ie w p o in t  o f  his genera l 
analysis  o f  narra t iv i ty  as an e m p l o tm e n t  a n d  im ita t ion  o f  ac tion .  T h e  analys is  
applies  b o th  to h is to r ica l  a n d  fictive narra tives .  Taylor d o e s  no t  pay  a t te n t io n  
to narra tiv ity  in the  tech n ica l  sense. N everthe less ,  o ne  c an  say th a t  from the 
Aris to telian  e le m e n ts  o f  tragic  poetry, R icoeur  s tresses  the  n o t io n  o f  plot ,  
vvhereas the  c e n te r  o f  T ay lo rs  an a ly s is  is th e  “t h o u g h t ” o r  th e m e  o f  the  
narra tive . H e is in te res ted  in " the th e m a t ic  u n i ty  ot life”, o r  the  sense  of 
d irec tion  in h u m a n  lives. T his  d ir ec t io n  o r  o r ie n ta t io n  is d e f in e d  by  o n e s  
ethical c o m m itm e n t s .  T h e  spatia l m e ta p h o r s  oi “d i r e c t i o n ” a n d  “o r i e n ta t io n ” 
reler bo th  to the  ch o ice s  o f  o u r  fu n d a m e n ta l  goals a n d  o u r  sense  o f  b e in g  
closer to o r  fu r th e r  f ro m  ach ie v in g  th e m .8

Charles Taylor c o n n e c t s  narra tives  to the  idea tha t h u m a n  be in gs  inev itab ly  
o r ien t  th em se lv e s  in life by  m e a n s  o f  s t ro n g  e v a lu a t ion s .  T he  m o v e m e n t  
tovvard o r  avvay fro m  th e  v a lu a b le  e n d s  is the  to p ic  o f  o u r  b io g ra p h ie s .  
A cco rd ing  to Ricoeur, n a r ra t iv e s  are  a Central fo rm  o f  s e l f - in te rp re ta t io n ,  
vvhereas for Taylor the  n o t io n  of s t ro n g  ev a lu a t io n s  is th e  focal po in t .  Taylor 
th in k s  th e r e  is a v a r ie ty  of fo r m s  in vvhich s t r o n g  e v a lu a t i o n s  c an  be  
expressed ,  b u t  n e v e r th e le s s  c o n te n d s  tha t  a m o n g  th e m ,  n a r ra t iv i ty  is an  
inescapable  fo rm  of s e l f - in te rp re ta t io n .  O n  th e  o th e r  h a n d ,  R ico eu r  says 
tha t vvhereas n a r ra t iv e s  s t ir  th e  im a g in a t io n ,  la k in g  an  e th ica l  s tan d  an d  
co m m it t in g  onesel l  are  the  1 inai s te p s  in s e l f -d e te rm in a t io n .  T h u s ,  vve can 
say  that b o th  R icoeu r  a n d  Taylor th in k  that b o th  eth ical a n d  n a rra t ive  a spec ts  
are necessary  in the  p ro ces s  of c rea t ing  an d  s u s ta in in g  o n e s  identity .0

C h a r l e s  T a y l o r  o n  s t r o n g  e v a l u a t i o n s  a n d  n a r r a t i v e s

F o r  C h a r le s  T ay lo r ,  s t r o n g  e v a l u a t i o n s  a re  th e  C e n tra l  i s s u e  in sei f - 
in terpre ta tions.10 S trong  eva lua tions  refer to qualitative d is t inc t ions  con ce rn in g  
the  Avorth” of different desires,  feelings, ac tions or m o d e s  oi life. O u r  identit ies
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are partly constituted by what we value. We aspire to, respect, carc about and  
adm ire  ce r ta in  m o d e s  of life more th a n  o th e rs  (Taylor 1985a,  15-45). 
Internalising an ideal d i r e c t l y  contributes  to w hat l am like. 1 am  partially 
defined by my strong evaluations or orientations. “To know  w ho 1 am is a 
species of knovving where 1 s tand” (Taylor 1989, 27).

But strong evaluations are also relevant i n d i r e c t l y ,  by offering the s tandards 
by vvhich we evaluate w hat we are and vvhich guide our  “identifications- 
w ith”. VVe identity with some of our desires and  feelings, namely those we 
evaluate strongly enough. O n  the basis ot these ideals we can answer the 
question “vvhen are we ourselves?”. For example, dilferent brute desires or 
addictions (e.g. a d rug  addiction) may be som eth ing  that 1 do not consider as 
truly mine. Nothing would  be lost if I were to lose these brute desires. Yet 
some other brute desires, like the desire for Peking Duck, might be som ething 
that vvould cause me to feel as though 1 had lost som ething im portant if 1 
were to lose it. W hat makes the difference is the content oi the desire, not the 
fact that it may be a brute desire rooted in my econom y of inclinations. O u r  
uidentilicalions-with'’ are based on our strong evaluations.11

The implicit, the articulated, the re-appropriated

Self-interpretations consist not only of our  e x p l i c i t  ansvvers to the question 
“who am 1” bu t also ot our im p l i c i t  orientations in life. There are two levels in 
our identity, the implicit level of reactions, motivations and actions and the 
explicit level oi linguistic articulations. Even before the question “vvhat kind 
ot person am I” enters our  consciousness, we are living one answer or another.

Charles Taylor (as wel! as Paul Ricoeur) stresses that while the explicit 
level is dependent on the implicit level, the implicit level is also altered by 
our  explicit formulations.

Our attempts to formulate what we hold important must, like descriptions, strive 
to be faithful to something. But vvhat they strive to be faithful to is not an 
independent oh jeet..., but rather a largely inarticulate sense of vvhat is of decisive 
importance. An articulation of this ‘ohjeet’ tends to make it something different 
Iroin vvhat it vvas before. (Taylor 1985a, 38)

Thus, vve can dist inguish  tvvo levels, the implicit and the explicit,  and a 
threefold dialectic betvveen th e m .12 First oi ali, ou r  identity is constructed  
th rough  our  orientations, vvhich may rem ain  totally implicit. A functioning 
identity can, to a large degree, remain implicit. Thus, the first level can be 
referred to as the level ot i m p l i c i t  f u n c t i o n i n g .
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Secondly, we can explicate our implicit sense oi who we are, or \vhai is 
of importance to us. There can he rival explications and rival answers to 
the question “who am I". One criterion of a successful answer is how true 
the explications are of our implicit orientations, or how well they avoid 
distorted pictures of ourselves. But even the best explications can he further 
weighed and re-evaluated from the viewpoint of moral ideals and imaginative 
identifications: perhaps the conception we finally identify with is not the 
one, which is truest to what we have been so far. Our implicit views may 
have been onesided. It may well he that facts about our past, imaginative 
identifications and evaluative elements ali puli in different directions in 
our personal reflection.13

At this explicit level, there is a plurality of media oi expression in which 
the implicit sense of self can be expressed: not only spoken language, but 
different arts or even body language will do. Narrative emplotment is one 
form of articulation, bu t also descriptive characterisations, such as the 
statement “1 am Finnish”, or prescriptive speech acts like “1 really ought to 
stop sm oking”, can express our sense of ourselves. These need not be 
interpretations of ones life in its entirety but, rather, of ones ethical ideals, 
roles, practices, group-memberships etc. The crucial factor is thai the ‘inner’ 
sense of self or of good is expressed in one way or another. Once it has been 
‘objectified’, one can see the ‘externalised’ expression as ones ovvn, one 
can identify with it. Here, too, a dialogical process takes place: these 
expressions are public, and vvhat is public can be given rival definitions by 
others.14

The third phase is the appropriation oi the explications, or the internalisation 
of the expressions. As Taylor points out, there is alvvays an element of 
creativity in the linguistic articulation, and the appropriated articulation is 
not necessarily the same as the implicit sense that the process began with. 
Sometimes the self-definitions we adopt are self-consciously reformative. 
As time goes hy, these once innovative self-definitions turn into routines 
and habits, they become re-sedimented and metamorphose into elements 
of the implicit background horizon oi orientation. Thus, here we can refer 
to a dialectic of innovation and sedimentation as vvell as a dialectic oi the 
implicit and the explicit.

N a r r a t i v e s  a n d  the t h e m a t i c  u n i t y  of life

In Taylors theory, narrativity is linked vvith our strong evaluations and our 
identity in various ways. First of ali, narratives figure among the optional 
media of expression in which the aformenetioned dialectic of the implicit 
and explicit takes place. W ith the help of narratives, our implicit conceptions
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of the goocl can be m ade explicit to ourselves and also c o m m u n ic a te d  to 
others. Historically speaking, for example biblical narratives have been  very 
influential in com m unica ting  some visions of the good.

Secondly, strong evaluators care about their lives as wholes: “[W]hat is in 
question is, generally and characteristically, the shape of my life as a whole.”15 
Indeed, as Heidegger (1964, §46 ff.) points out,  it is only as an object of care 
that ones lite can be a whole. Objectively, at any point in our lives, there is 
ahvays something that we are not yet, and  thus we are not yet wholes. And 
w hen  the vvholeness is finally achieved, the person has ceased to exist. This 
paradox can be avoided by adopting a new perspective to the unity of life as 
an object of concern. My enttre life matters to me, and it is thus in the logical 
space of “mattering” or concern that we can refer to a unity of a life. My life as 
an object oi my concern has a narrative unity, w hich Taylor says is a thematic 
unity, not the mere sameness of the hum an  organism (Taylor 1989, 528, fn. 
38).

The H e id e g g e r ia n  n o t io n  oi b e in g - in - t im e  c a p tu r e s  an  in e sca p ab le  
s tructure  of self-interpretations: we can m ake sense of events by localising 
them  into larger tem poral wholes, in the w ider context of o u r  lives. Taylor 
says that “making sense of oneis lite as a Story is also, like or ien ta t ion  to the 
good, not an optional extra. ... In o rder  to have a sense of w ho  we are, we 
have to have a no tion  of how  we have becom e, and  of w here we are going.” 
(1989, 47). H um ans “make sense of their lives as an unfo ld ing  Story in a 
way that gives m eaning to their past and direction to their fu tu re” (Abbey, 
37-8).

O ne can note critically that o n e s  life is neither  the minimal nor maximal 
locus oi meaning: different practices as aspects ot life include au to n o m o u s  
internal goods and  s tandards  of excellence and they are thus  possible centres 
of narrative gravity, while being smaller units than  an entire life. For Taylor, 
also a sense of belonging to larger wholes or  to longer histories than  o nes  
own life can provide m eaning to ones  own life. Thus, caring abou t oneself 
may but need not be identical to caring about o n es  life as a whole.

Thirdly, accord ing  to Taylor, se lfhood can natura lly  be c a p tu red  in a 
“moral topography o fself .”16 He means that what spa tio-tem pora l m etaphors  
like “moral space”, “moral m a p s”, “or ien ta t ions to g o o d ”, “d irec tion  of a 
life”, “rnoving toward or away (rotu goods” express, is an inescapable feature 
of selfhood. Taylor says that o u r  everyday w orld  is not a neutral or value- 
free reality, but we inevitably experience il in terrns of value. Thus we live 
in a moral space instead of a neutral space. In this space, we orient ourselves, 
vve have goals and aims, w hich  are things we value or concetve as good. 
Thus, we orient ourselves tow ard  the good.
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The  orien ta tion  alone is not ali that maiters. VVhether or no t  we move 
tovvards these  goods,  is d e p e n d e n t  on the success o f  o u r  actions. This 
m o v e m en t  is what we m ean w hen  we refer to the direction  of our  lives. 
Taylor th inks  that people experience that they are leading a life, and this 
implies Control over the m ovem ent of ones  life.17 How strong  the sense oi 
being in Control is varies, as well as the strength of the sense of being in 
m otion.  O u r  life runs  in a d irection that is either toward or  away from the 
strongly valued goods. This m ovem ent vvithin tuoral space is the them e of 
our  b io g rap h ie s .18 Thus, narrative identity makes sense of our  m ovem ents  
in m oral space.

Fourthly, narratives are related not only to our m oving away or towarcl 
the goods  bu t also to the changes in the “moral m aps” that guide o u r  lives, 
in o u r  conceptions of the good. Narratives can make sense of changes and 
even r e v o lu t io n s  in o n e s  m ora l  ou tlook .  T hus,  there  is a d ia c h ro n o u s  
heterogeneity  to our  lives, w h ich  narratives have the potential to make sense 
of.

Indeed, Taylor th inks  that this kind of reasoning in transitions is the 
vety basic form of practical reasoning. Practical reason cannot provide absolute 
proofs oi any first premises, bu t  it can comparalively assess tvvo differenl 
positions. There are dilferent m odes  of comparison: in sorne cases, one can 
be convinced that position B is better than A because the transition from A 
to B solves soine of A s  internal prob lem s and can explain w hy A had these 
problems. Thus, the transition is an epistemic gain. Or, one can know  that 
some transitions are learning processes, \ve knovv from o u r  ovvn experience 
liiat learning processes lead us to a better position. Taylor refers here to our  
personal experiences and “biographical transitions”.19

Fifthly, because there is a plurality of goods, there can also be a synchronous  
heterogeneity, and one way of unifying different goods is to assign them  
differenl places and  tim es in o n e s  life. As Abbey (2 0 0 0 ,  38-9 )  p u ts  it, 
Taylors view is that “w hen  people th ink  about how to balance the disparate 
goods in their  lives, they com bine a sense oi diversity w ith one of unity. The 
many goods that claim o n es  allegiance do so vvithin the context of a single 
life. W h e n  a pe rso n s  life is vievved as a whole, it becom es easier to see that 
seemingly different and  even incom m ensurab le  goods can be com bined  in 
prac tice .”

T hus ,  th e  d iv e rs i ty  o f  g o o d s  can be c o n c e iv e d  in d ia c h r o n ic  a n d  
synchronic ways.20 For example, lets say that I am a Catholic Marxist w ho 
is in love with  a Flindu, and that there is tension between these aspects of 
my identity. ket us assume further  that I used to be a C om m unita rian  Atheist 
in the past.  T hus,  in add it ion  to the syn ch ro n o u s  tensions, there is the 
diachronous discrepancy betvveen vvhat I was and what 1 am  now. Narrativity
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can bring concordance to both synchronous and diachronous discordances, 
through combining a plurality of goods within a single life and through 
reasoning in transitions.

To suin up, narrativity has live functions in Charles Taylors theory. 
Narratives are (i) an optional medium for articulating some oi our implicit 
self-interpretations and strong evaluations. Narratives alone enable us to 
(ii) care about our lives as wholes and to (iii) interpret our movements in a 
moral space. Further, narrative th ink ing  provides a way oi p rovid ing  
concordance to (iv) diachronous and (v) synchronous dissonances in our 
strong evaluations.

P a u l  R i c o e u r  o n  e m p l o t m e n t  a n d  n a r r a t i v e  i d e n t i t y  

Threefold m im esis

Paul Ricoeui s theory of narrative identity refers to those kinds oi practical 
identities vvhose explication takes the form of emplotted narratives. Ricoeurs 
structural analysis re-interprets what Aristotle wrote in Poetics. According 
to Aristotle, various arts are lorms ot imitation (mimesis), tragic poetry being 
the imitation of action. A tragedy -  or the art of composing tragedies -  
consists of six different elements21, the most important of which is the plot: 
the organisation of events into a coherent Story, into an organised whole 
with a beginning, mielelle and an enel. The Central concept is m u t h o s ,  
emplotment. Aristotle identilies emplotment and the mimetic activity: the 
imitation of an action is nothing more than the emplotment, in vvhich the 
events are structured into a vvhole.

Ricoeur accepts Aristotles Central idea, but notes that there are three 
levels in the imitation of action (m i m e s i s r  m i m e s i s 2 and m i m e s i s only one 
of which is em plo tm ent itsell: M i m e s i s 2 is the level oi em plo tm ent,  of 
configuring the events into a Story.

Mim e s i s l is the reference to the actual W orld of action, to the “imitated” 
events that the Story is about. This World of action in itself does not contain 
beginnings and endings in the strong sense that narratives create beginnings 
and ends, but it is already pre-narratively organised s t ru c tu ra l ly ,  s y m b o l i c a l l y  
a n d  tem po ra l ly .

The world  of action is s truc tura lly  pre-narrative . Any action -  in 
comparison to mere physical occurrences -  ahvays implies a network of 
action-concepts and a practical understanding  concerning them (agent, 
goals, means, circumstance, motives, expectations, responsibility, interaction,
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help, hostility, co-operation, conflict; answers to the questions lwhat', ‘why’, 
lw ho’, lhow’, ‘with whom' and against w hom ’) (1984, 54-6). We refer to 
these intentions and understandings in intentional explanations of actions. 
“So, typical intentional actions are actions about which their agents have a 
Story to teli ...,  a Story which cxplains why one acted as one did .” (Raz 
1999, 24) Yet, while agents always do have a Story to teli, not ali intentional 
explanations are full-fledged narratives in the technical sense. There are 
other cultural symbols in which we can say what we did, or what we 
intended to do, which nevertheless (ali short of being emplotted narratives. 
From the vievvpoint oi emplotment, ali these non-narrative forms belong to 
the pre-narrative structure of the world of action.22

YVith the s ym b o l i c  mediation, Ricoeur is referring to the fact that actions 
always embody signs, rules and norms. These are not private but public 
meanings, which make actions readable to others. According to Ricoeur, an 
action is a quasi-text, in which symbols provide the rules of interpreting 
behaviour. Thus, others need not wait to hear the agents explanation of 
what she did, they can see and unders tand  it themselves. The norms 
governing behaviour are also constraining, teliing us which actions are good 
and bad, approved of or disapproved of. (1984, 57-59)

The third feature oi human action is its threefold t e m p o r a l i t y . As a project, 
action is always oriented tovvard the future, and as a motivation, it inherently 
carries the past (1984, 59-64). Thus, on the whole, m im e s i s  relers to the 
pre-narrative structural, symbolic and temporal features of the ordinary 
World of action.

The phase of m im e s i s 2 is the explicit configuration of various events in 
emplotted stories. “In short, emplotment is the operation, that draws a 
configuration out oi a simple succession,” emplotment “transforms the events 
or in c id en ts  in to  a Story” (1984 , 65). The plot jux taposes  various 
heterogenous elements (agents, goals, means, interactions, circumstances, 
unexpected results) as well as temporal ly distant elements. It does so by 
means oi a unifying theme or thought, by imposing a “sense of an ending” 
to the story (1984, 66-67). This phase of m im e s i s  has sonie liberties in 
relation to the pre-figured, pre-narrative elements, although there is also 
an internal connection. The organised events took place in the world of 
action, but the organisation itself, the plot, is created by the author.

The phase of m im e s i s  “marks the intersection of the world of the text 
and the World of the hearer or reader” (1984, 71). Thus, while Ricoeur 
States that the making of a story is both an organisation of events into a story 
with a plot (m u t h o s ) and an “imitation of an action” (m im e s i s ) ,  Ricoeur does 
not equate m u th o s  with m im e s i s  as Aristotle does. Mimesis contains more 
than the emplotment, more than the level of m im e s i s 2. Mimesis consists also

65



of a reference to the World of action ( m i m c s i s  ), and to the event of reading 
( m im e s i s  ). In one sense, the structure is completed only when the reader 
reads the text. Reading always takes place in the context of the pre- 
understandings of the reader, and thus m i m e s i s 3 contains a reference to the 
world of the reader as well.

Emplotted narratives, which obey this logic of threefold mimesis, have a 
potential to bring about concordance to the temporal discordance by 
organising the seemingly separate events into a coherent and organised 
whole. An unexpected event that f suffered at one point in my life can 
become an expected event when told as a part of a coherent Story. This kind 
of rendering of unity to one s life, with ali of its fortunes and misfortunes, 
is something that only narratives can accomplish. This is why Ricoeur not 
only applies his notion of narrative to historiography and fiction, but also 
to identity-narratives. More specifically, the identity-narratives mediate 
between two kinds of hum an temporality: temporal persistence with the 
help of ones character and temporal persistence despite ones character. 
This is what the next subsection deals with.

The m ediation between ones character and voluntary efforts

Ricoeur says that our self-identity, or ipse-identity, consists of a Spectrum of 
different constituents, some of which are stable and sedimented into our 
second nature, and some of w hich we hold on to voluntarily. Ricoeur 
illustrates the two extreme poles with the figure of “c h a r a c t e r ”, which changes 
slowly and is not as easily re-definable, and with the figure of “k e e p in g  o n e s  
w o r ä ”, which is in our voluntary Control and not supported by sameness. 
These are two different modes of persistence in time. (Ricoeur 1992, 118- 
125)

As cultural beings, we have a second nature that is composed oi acquired 
clispositions and identifications. Two main constituents of our second nature 
are our habits and our acquired identifications. \Vhat we do and learn by 
doing aflects the kinds of habits we have. Habit-formation shows hovv vve 
actively mold the kind of people vve are, vvithout focusing on the question 
itself. O ur habits guide our orientations without any explicit attention, and 
our habits are formed without giving explicit attention to the question of 
‘vvho to be’. We also identify with values and goals, we have what Taylor 
calls “strong evaluations”. These habits and acquired identifications become 
sedimented into our character, and sustaining them demands no voluntary 
ellort. (Ricoeur 1992, 1 18-125)

Yet some features belong to me through voluntary elfort. Ricoeur illustrates 
this with the idea of keeping ones word. ft may well be that everything
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m u s t  firsl be  the  o b jec t  o f  a v o lu n ta ry  effort,  p r io r  to its se d im e n ta t io n  in to  
s e c o n d  n a tu r e .23 F o r  Ricoeur,  n a r ra t iv e s  are  a fo rm  oi s e l f - in te rp re ta t io n  
w h ic h  m e d ia te  b e tw e e n  these  tw o  poles: n arra t ives  are  o c c u p ie d  vvith the  
en t i re  S p ec tru m  o f  se l fh o o d ,  w ith  an d  w i th o u t  s u p p o r t  f rom  th e  s am e n e ss  
o f ch a rac te r .

CONCLUSIONS

Both R ico eu r  a n d  Taylor th in k  th a t  w h e n  referr ing  to se l f - in te rp re ta t io ns ,  
the  cen tra l  q u e s t io n  is o n e  of the  part icu la r i t ie s  o f  o n e s  self-identity, a n d  
th e  a n s w e r s  a re  p r o v i d e d  w i th in  c u l tu r a l ly  a n d  soc ia l ly  m e d i a t e d  self- 
i n t e r p r e t a t i o n s .  T h is  im p l ie s  th a t  th e  h e r m e n e u t i c  v iew  o f  th e  se l f  a n d  
n a r r a t i v e  i d e n t i t y  is lo c a t e d  be tv vee n  an  a f f i r m a t io n  o f  a c e r t a in  a n d  
in d u b i ta b le  “1” a n d  a total re jection  of th a t  “1”. F u r the r ,  it m e a n s  tha t  the 
p e r s o n  in q u e s t io n  -  tog e th e r  w i th  o th e r s  -  is b o th  th e  in te rp re te r  a n d  the  
in t e r p r e t e d .

R ic o e u r  h o ld s  th a t  n a r r a t iv e  id e n t i ty  m e d ia te s  betvveen tw o  k in d s  of 
p e r m a n e n c e  in t im e ,  o n e  b a s e d  o n  v o lu n t a r y  e l fo r ts  a n d  th e  o t h e r  on  
charac te r .  F o r  T ay lo rs  analys is  o f  s t ro n g  eva lua t ion s ,  the po le  o f  c h a ra c te r  
s e e m s  p r i m a r y .  N a r r a t i v e  i d e n t i t y  c o n t a i n s  b o t h  c o n c o r d a n c e  a n d  
d is c o rd a n c e ,  b o t h  u n i ty  a n d  p lura li ty .  T h e  p lu ra l i ty  in q u e s t io n  can  be 
b o th  s y n c h r o n o u s  a n d  d iac h ro n o u s .  W h i le  Taylor focuses on  the  p lu ra l i ty  
an d  d is c o rd a n c e  o n  th e  level ot s t ro n g  ev a lu a t ion s ,  R icoeur  ta lks  a b o u t  ali 
k in d s  o f  d i s c o rd a n c e  in the  World o f  ac tion . T he  p a ra d ig m a t ic  case oi un i ty  
tha t  na rra t iv e s  b r in g  a b o u t  is the  th e m a t ic  un i ty  o f  an en t i re  life, b u t  as w as 
p o in te d  o u t  ab o v e ,  n a r ra t iv e s  can  b r in g  u n i ty  also to  sm a l le r  a n d  larger 
un its .  R icoeur ta lks  exp lic it ly  ab o u t  the  te m p o ra l  c o n c o rd a n c e  tha t  narra tive  
can  b r in g  a b o u t ,  b u t  T aylor sees  n a r ra t iv e s  as h a v in g  a ro le  in p ra c t ic a l  
re a so n in g  an d  con f l ic t -so lv in g  in general .

N arra t iv i ty ,  a n d  s e l f - i n te r p r e ta t io n s  in g e n e ra l ,  in c lu d e  a d ia le c t ic  of 
in n o v a t io n  a n d  s e d im e n ta t i o n .  T h e  im p l ic i t  layers o f  o n e s  h a b i tu a l  an d  
c h a ra c te r i s t i c  o r i e n t a t i o n s  are  m o l d e d  th r o u g h  e x p l ic i t  a r t i c u l a t i o n s  in 
narra tive  an d  o th e r  forms. T he  te n s ion  betvveen im plic it  a nd  explicit  m e a n s  
that narra tives  are  b o th  lived an d  to ld , as R ico eu rs  analys is  o f  th e  th reefo ld  
m im es is  an d  T ay lo rs  c o r r e s p o n d in g  v iew s show.

Because of th e  cen tra l  role o f  s t ro n g  ev a lu a t io n s  in o u r  identity, w e  can  
see tha t id en t i ty  is n o t  m ere  d esc r ip t io n .  Iden ti ty  is n o t  m ere ly  a m a t te r  o f 
m oral s tance  e ither,  b ecau se  w h a t  w e ac tua lly  are  se rves  as the  hasis o f  o u r  
identity  fo rm a tio n :  w e  ident ify  vvith so m e  o f  o u r  charac te r is t ic s  ( the  des ire
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for P ek ing  D u ck )  w h ile  n o t  vvith o th e r s  (a d r u g  ad d ic t io n ) .  N ev e r th e le s s ,  
th e r e  is a f a c tu a l  b a s is  fo r o u r  id en t i ty .  T h e  ro le  o f  id e a ls  a n d  s t r o n g  
e v a l u a t i o n s  a l s o  i l l u s t r a t e s  h o w  o n e s  i d e n t i t y  is c o n s t i t u t e d  t h r o u g h  
s o m e th in g  tha t  I a m  n o t  yet, s o m e th in g  th a t  is m ere ly  ideal o r  p ro je c te d  
in to  the  fu ture .  In  th is  sense ,  iden t i ty  has  a (ictive e lem en t .  A n o th e r  im p o r t a n t  
fu n c t io n  oi fic tion in o n e s  id en t i ty  is th a t  I c an  a d o p t  m o d e l s  for m y lile 
Irom  iictive sou rces .  T he  ana lys is  o f fiction is m o re  im p o r t a n t  to R icoeur  
th a n  to  Taylor.

To s u m  u p ,  s e l f - i n te r p r e ta t io n s  a n d  n a r r a t i v e  id e n t i t y  c a n  in d e e d  he  
c h a r a c t e r i s e d  as  th e  m e d i a t i o n  be tvv een  ali of th e  d i l f e r e n t  e x t r e m e s  
m e n t i o n e d  in th e  b e g in n in g .  T hese  vvere c o n c o r d a n c e  a n d  d is c o r d a n c e ,  
l i v e d ’ a n d  ‘to l d ’, im p lic i t  a n d  explic it ,  in n o v a t io n  a n d  s e d im e n ta t io n ,  fact 
an d  fiction, “w h a t  is” a n d  “w h a t  o u g h t  to b e ”, v o lu n ta ry  a n d  in vo lun ta ry ,  
exa lted  cogito  a n d  s h a t te r e d  cogito ,  th e  a u th o r  a n d  the  reader. W h i le  m o s t  
o f these  ex tr e m e s  can  be m e d ia te d  b y  n o n -n a r ra t iv e  in t e rp re ta t io n s  as well,  
at least te m p o ra l  d i s c o rd a n c e  a n d  c o n c o rd a n c e  can  be b r o u g h t  a b o u t  o n ly  
t h r o u g h  n a r ra t iv e s .  In a d d i t io n ,  g iven  th e  c e n t t a l  ro le  o f  t e m p o r a l i t y  in 
h u m a n  ex is tence  it w o u ld  n o t  be an  ex a g g e ra t io n  to c la im  tha t  n a rra t iv es  

are a cen tra l  m e d i u m  of se l f - in te rp re ta t io n .  O u r  life is n o t  jus t  a c o n t i n u u m  
o f  s e p a ra te  even ts ,  b u t  r a th e r  o u r  past a n d  fu tu re  a lw ays  s t ru c tu r e  o u r  p resen t  
ex p e r ie n c e s  a n d  ac tion . We typ ically  care  a b o u t  o u r  lives as w h o le s ,  a n d  it 
is n a rra t iv e s  w h ic h  m ak e  th is  p o s s ib l e .24

N o t e s

1 “Self-understanding is an interpretation; interpretation ot the seit, in tu rn , linds 
in the narrative, am ong other signs and symbols, a privileged torm oi mediation; 
the latter b o rrow s from history as well as Irom fiction, m ak in g  a lile Story' a 
fictional h is to ry  or, il one  prefers, a his torical liction, intervveaving the 
historiographic style of biographies with the novelistic style of autobiographies.” 
Ricoeur (1992 , I 14, fn l )

2 Both Taylor and  Ricoeur dis tinquish  self-identity from various fonns of idem-
identity that apply to non-persons  as well: satneness as synchronous  unity,
sameness as d iachronous persistence and  similiarity. (Ricoeur 1992, ch. 5 Sr 6.)

3 “The tragile offshoot issuing from the u n io n  of his tory and  fiction is the
assignment to an individual or a com m u n ity  oi a specilic identity that we can 
call their narrative identity” (Ricoeur 1987, 246). “ [T]he historical c o m p o nen t  
of a narrative about oneself draw s this narrative tow ard  the side of a chronicle 
su b m it ted  to the  sam e d o c u m en ta ry  verifications as any o the r  historical 
narration, vvhile the fictional co m p on en t  draws it towards those imaginative
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variations that destabilize narrative identity. In t h is sense, narrative identity 
continues to make and unm ake itself.” (1987, 249)

4 “Narrative identity does not exhaust the question of the self-constancy of a 
subject, w hether this be a particular individual or a com m unity of individuals. 
... [T] he practice of narrative lies in a thought experiment by means of which 
we tr)' to inhabit worlds foreign to us. In this sense, narrative exercises imagination 
rnore than the \vill, even though it remains a category of action. ... [Rjeading 
also includes a moment of impetus. This is when reading becomes a provocation 
to be and to act differently. However this impetus is transform ed into action 
only through a decision whereby a person says: Here 1 stand! So narrati\'e 
identity is not equivalent to true self-constancy except through this decisive 
moment, which makes ethical responsibility the highest factor in self-constancy. 
... It is at this point that the notion of narrative identity encounters its limit and 
has to link up veith the nonnarrative com ponents in the formation of an acting 
subject.” (Ricoeur 1987, 249).

5 “W ithout the recourse to narration, the problem of personal identity would in 
laet be condem ned to an antinomy with no solution. Either we must posit a 
subject identical with itself through the diversity of its diflerent States, or, 
following Hume and Nietzsche, we must hold that this identical subject is nothing 
more than a substantialist illusion, whose elimination merely brings to light a 
pure manifold of cognitions, em otions, and volitions.” (Ricoeur 1987, 246).

6 One could add even more characterizations of the same kind. For example 
narrative Tetrograde’ necessity of events (and actions) occupies a middle 
position b e t w e e n  s t r i c t  n e c e s s i t y  a n d  p u r e  c o n t i n g e n c y ,  or between identity and 
diversity: “the narrative operation has developed an entirely original concept 
oi dynamic identity which reconciles the same categories w hich Locke took as 
contraries: identity and diversity."(Ricoeur 1992, 143)

7 According to Ricoeur (1974, 3-24), Heidegger and Gadamer rcpresent direct 
hermeneutics, but Taylor fits the description well. Another difference betvveen 
Ricoeur and other hermeneutic thinkers is Ricoeurs strong emphasis on detours 
through texts instead of a more direct dialogical understanding. For a discussion 
on this aspect, see Kaunismaa &r Laitinen 1998.

8 Taylor 1989,25-52.
9 Ibid] Ricoeur 1987, 249.
10 Ricoeur (1992; 2000), too, adopts Taylors notion of strong evaluations.
1 1 Taylor, “What s vvrong vvith negative liberty”, in 1985b. Compare to Joseph Raz: 

“W hen are we ourselves” in 1999.
12 Compare to Paul Ricoeurs threefold m i m c s i s ,  below. CL also Taylor 1989, 203- 

7 on the relation of practices and ideas.
1 3 Thus, I think Hartmut Rosas (1998, 92-95) criterion of internal equilibrium 

between the implicit and explicit level is on its own an insufficient criterion for 
the validity of self-interpretations.

14 On “expressivism ”, see Taylor 1975, 11-29.
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15 Taylor 1989, 50.
16 Taylor 1988, 1989, 111-114.
17 Taylor 1997, Abbey 2000 ,  39
18 The spatial m e tap h o r  can also mislead: it is possib le  tha t o u r  'd is tance from

the g oo d ’ can remain the sam e th ro u g h o u t  ou r  lives. F or  example, my level of
h onesty  m ay rem ain  constan t despite  - o r as a result of - my strivings. Thus, 
it may he there  is no movement w ith in  m oral space. See Lane (1992).

19 “Explanation  an d  Practical Reason”, in Taylor 1995
20 Abbey 2000 ,  39, Taylor 1997.
21 The six e lem ents  are plot, character, d ic t ion , th o u gh t ,  spectacle and  song. 

(Aristotle: Poetics,  14 50a  10); Ricoeur 1984, 33.
22 See, however, a con tra ry  s ta tem en t in Ricoeur 1987, 248: “The first m im etic  

relation refers, in the case oi an  ind iv idua l ,  to the sem antics  oi desire, w hich  
only includes those prenarrative leatures a t tached to the  d e m an d  constitutive 
of h u m a n  desire .”

23 As L ieberm ann ( f 9 98)  has p o in ted  ou t,  vo lun ta ry  commitments  w h ich  are 
m ore  general th a n  m ere  p ro m ise s  sha re  so m e  features  oi the  acq u ired  
identil ications, w h ich  can be sed im en ted  into o u r  second  nature ,  an d  the 
vo lun tary  pers is tence typical of p rom ises .

24  1 w ou ld  like to th an k  Pekka K aunism aa, Heikki Ikäheim o, Jussi Kotkavirta, 
H annu  H eikkinen and Rauno H u ttu nen  for various discussion on  these topics.
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T r UTH AS NARRAT1VE





The question of truth lies at the heart of narrative research. W hat is the 
most meaningful way to speak about truth in the context of autobiographical 

vvriting? Is the truth in the sense of the corresponclence theory or is it soine 
other kind of truth? Ancf if we speak about truth, we also have to speak of 
povver. We could view the motive for writing autobiography as similar to the 
Nietzschean will  to povver.

In article entitled T h e  h e r m e n e u t i c s  o f  t ru th  a n d  se l fhood  Rauno Huttunen 
and Leena Kakkori claim that in the case of art and autobiography the proper 
concept of truth is not the correspondence theory, which refers to truth as 
adaequatio betvveen a thing and its representation. With the autobiography a 
person surely wants to achieve correspondence betvveen her self-presentations 
and “the true self”. This effort is nevertheless a paradox because the truth of 
person s selfhood cannot be detached from those conceptual expressions that 
she has about herself. W hen 1 teli a Story about mysclf to myself, it has the 
potential to change me, after which I would have another perspective from 
which to examine and interpret the events of my life. If this is the case, what 
then is the truth about ourselves? Or could there even be any truth of a dynamic 
selfhood, which is ahvays something else when she attempts to conceive it?

In his article N a rra t iv e ,  t ru th  a n d  correspondence, Pentti Moilanen attempts to 
defend the correspondence theory both in the context of narrative research 
and in qualitative research in general. The laet that in narrative research the 
subject matter concern peoples subjective vvorlds is not a counter-argument 
tow ard  co rre sp o n d en ce  theory , because \ve can define tru th  as the 
correspondence between interpretation and the subjective World. Moilanen 
claims that in the ontological sense, the concepts of objective and subjective 
rcfer to the vvay ofbeing. Someentities exist in private experience. Their existence 
presupposes the presence of a person who experiences the subjective fact. In 
this sense it is possible, at least in principle, to have objective knowledge of 
subjective facts. W hen 1 say that you have a headache, 1 am making either a 
correct or an incorrect statement about your experience. In this way the narrative 
could be seen as more or less corresponding with subjective reality.

In her article T h e  m a s t e r s  o f  the  t ru th ,  Leena Kakkori applies Friedrich 
Nietzsche and Michel Foucault to the foundation of narrative research. 
Kakkori claims that the ohjeet of narrative research, is the narrative, and 
that the tru th  is what the narrative tells us. The truth of narrative research
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is not how the narrative corresponds to reality, because reality is the narrative. 
And this narrative can be m o n u m e n ta l, a n tiq u a r ia n  o r  critical in the Nietzschean 
sense. The great stories oi Western history are ali monumental narratives. They 
are narratives that more closely resemble statues than stories. The antiquarian 
narrative serves the purpose of preserving, of categorizing, classifying and 
cataloguing. Interpretation and valuation do not belong to the antiquarian 
narrative, as it attempts to teli everything “just as it is”. The critical narrative is 
the most dilficult form of narrative, and because of this it is hard to find a good 
example ot a critical narrative. According to Nietzsche, in critical history the 
past is “dragged to the bar of judgem ent”. Foucault's way oi vvriting history is 
very close to the idea of the critical narrative. Foucault s books like Madness  
a n d  c iv iliza tion : a h is to ry  o f  in sa n ity  in the age of reason, The h is to ry  of se x u a lity  
and D isc ip lin e  a n d  p u n ish :  th e  h ir th  o j  th e  p r is o n  are not typical Scientific 
history books. The critical narrative looks at things from a different point of 
view than a traditional academic research.
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R a u n o  H u t t u n e n  &  L e e n a  K a k k o r i

THE HERMENEUTICS OF 
TRUTH AND SELFHOOD

H e i d e g g e r ’s , G a d a m e r ’s a n d  R i c o u e r ’s

S1 G N 1 F IC A N C E  IN T H E  A U T O B I O G R A P H I C A L  R E S EA R C H

“Either you are an idiot or you are n o t”
I d i o t s ,  a film by Lars von Trier

In every act of understanding  ihe concern is always sei f and identity. 
Sellhood is in question both when 1 understand  something alien and 

when in soine cases 1 do not understand at ali. I might internalize something 
alien to such extent that it becomes a solid part of my identity. Or it might 
happen that I do not understand that alien at ali and that nothing nothing 
would change me. In this latter case, this olher thing, person or culture 
does not have any affect on me or on my self-understanding.

Experiences that I accumulate in my contacts with the World and other 
people shape me allthoughl not in any causal way. Nevertheless, 1 cannot 
1 L i i  ly be avvare of everything that has affected or changed me. It is a paradox 
oi sellhood: at the same time I am able and not able to affect who I am and 
who 1 am becoming.

Autobiographical vvriting is a kind of enlightened endeavour throuhg 
critical reflection to become the master of onesell -  the will to power 
concerning onesell. VVith autobiography I want to achieve the truth about 
myself, the truth in the meaning of correspondence theory. 1 want to achieve 
correspondence between my self-presentations (self-understandings) and 
“the true m e” (see Moilanens defence oi correspondence theory in this 
book). This eflort is nevetheless a paradox because the truth oi my selfhoof
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canno t he detached  from those conceptual expressions thai 1 have abou l 
myself (self-presentations).  W h e n  1 teli a Story about mysell to me, that 
affects me w h ich  th e n  causes  me to becom e a n o th e r  a n d  gain  a n o th e r  
perspective from w hich  to examine and in terpret the events oi my life. 11 
this is the case, w ha t  is the t ru th  of myself? O r  could  there even be any 
truh t  of my dynam ical selfhood, w hich  is ahvays som e th ing  else w h e n  1 
a t tem pi to conceive it?

We would  not say that endeavour  to find o n e s  “true seit” is vain. O n  the 
contrary, this endeavour  is essential to the m ode  in w hich  W estern  m a n  
(Dasein) exists in the World. This is the bread  that we eat or the g ro u n d  we 
walk on. H um ans  cannot exist w ithou t a g round , but this g ro u n d  is basicly 
an abyss. This abyss again is the m o m e n t  (pole) oi freedom in the selfhood. 
This m eans that h u m a n  being  has no o th e r  g ro u n d s  than  himself. This 
freedom lets being be and in this case lets a h u m a n  be. (Heidegger 1992, 
194, see also Verseney 1966,86-87.)

A lthough t the co r respondence  theory  of t ru th  is o u r  practical m ax im  
vvhen we are w r i t in g  au to b io g ra p h y ,  we c a n n o t  g rasp  the  d y n a m ic a l  
r e la t io p s h ip  b e tw e e n  the  n a r r a t iv e  a n d  se l fh o o d  in th e  l ig h t  of  the  
co rrespondence theory of truth. A more interesting aspect of tru th  opens 
u p  via M artin  H e id e g g e rs ,  H an s -G eo rg  G a d a m e r s  a n d  Paul R ic o u e rs  
herm eneutics.  They help us to construc t a k ind of herm eneu tic  concep t oi 
tru th , w hich makes again m eaningful to speak abou t the tru th  in the context 
oi au tob iography  and self-presentations.

H a n s - G e o r g  G a d a m e r ’s c o n c e p t  o f  h e r m e n e u t i c  e x p e r i e n c e

A good story - for example au tob iography  - w idens our  worldview. G adam er 
refers to this k ind of experience as ‘ h e rm e n eu tic” or “dialectic” experience. 
H e rm e n e u t ic  ex p e r ien c e  b r o a d e n s  o u r  h o r iz o n  a n d  en a b le s  us  to see 
som e th ing  cliIferently than we had  in the past. This is why herm eneu tic  
exper ience  is essentially negative in n a tu re  -  it b reaks d o w n  typical or 
restricted ways of seeing things. The negativity of this experience is productive 
by nature. It is not just that we lirst had deceptive view and  “now  we know  
bet te r” rather, we have cons truc ted  a new and  w ider  perspective on o ther  
things and other  people - but also at same time we lose som e th ing  or lose 
sight oi something.

T hus  experience in this he rm eneu tic  sense is always a negation. It is 
related to w hat Hegel has referred to with the te rm  “determ ina te  negation”. 
It is not the simple rejection of earlier view b u t  preservative overcom ing 
(Aufhebung) with new  and w ider view (G adam er  1998, 353):
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( . . . )  we use word ‘experience’ in two different senses: the experience that 
conform to our expectation and confirm it and the new experiences that occur 
to us. This latter -  ‘experience’ in the genuine sense -  is always negative. lf a 
new  experience of an ohjeet occurs to us, this means that hitherto we have not 
seen the thing correctly and know it better. Thus, negativity of experience has 
a cunously productive meaning. Il is not simply that we see through a deception 
and hence make a correction, hui we acquire a comprehensive knowledge. We 
cannot, thereiore, have a new experience of any ohjeet at random, but it must 
be such a nature that we gain better knowledge through it, not only itself, but 
of what we thought we knew before -  i.e., of a universal. The negaiion by 
means of which it achieves this is a determinate negation. We call this kind of 
experience dialectical.

In th is  h e rm e n e u t ic  sense we ca n n o t  have the sam e ex pe r ience  twice. 
Experience in the trivial sense means repetitive experinces, experiences that 
confirm our previous understanding. We of course, need these confirmative 
exper inces ,  a l though  we elo no t learn any th ing  new  from them . Trivial 
experiences do not make us more “experienced” in the Gadamerian sense 
(Erlahrener). According to Gadamer, e x p e r ie n c e d  p e rso n s  are individuals who 
have experienced genuine experiences, which have w idened  their horizon. 
After a series of genuine experiences a person has turn  her attention to the 
nature of the event of this experience and has become m ore aware of her 
ability to attain genuine experiences. This person is reflectively aware about 
her ability to learn new  things and w iden her m eaning perspective. “The 
experiencer has become aware of his experience; he is ‘experienced’. He has 
acquired a new  horizon with in  som eth ing  can becom e an experience for 
h im ” (Gadamer 1998, 354). In educational literature such a person is referred 
to as a “reflective learner”.

His in troduction to P h e n o m e n o lo g y  of S p ir it , I fegel conceives experience in 
the aformentioned way that is, as the experience of oneself  as an experiencing 
subject. According to Hegel, the true nature of experience is an experience 
that consciousness has oi itself. Hegel claims that this experience of sei 1- 
consciousness will eventually lead - after series of determinate negations - to 
absolute sell-knovvledge or self-certaitity, in vvhich no thing in the World would 
be alien or strange to the self-conscioussness. Thus, according to Hegel, the 
stream of genuine experiences would stop, because the spirit - which appears 
as hum an conscioussness - had reached the point at which  the spirit had 
gave up on “the illusion” that som ething could exist in the World that is alien 
to the spirit. For Hegel, everything is the same panteistic spirit, but the seif- 
alienated spirit simply unable to find itself in the World until the phase of 
absolute sel!-knowledge (Hegel 1977, 56-57):
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The experience of itsell vvhich consciousness goes through can (...) com prehend 
nothing less then the entire system of consciousness, or the entire realm  of the 
tru th  of Spirit (...) In pressing forvvard to its true existence, consciousness will 
arrive at a point it gets rid oi its sem blance of being burdened with som ething 
alien, w ith w hat is only lor it, and sorne sort of ‘o ther’, at a po in t where 
appearance becomes identical w ith essence, so that its exposition will coincide 
at just this point vvith authentic Science oi Spirit. And tinally, when consciousness 
itsell grasps this its own essence, it will signify the nature oi absolute knovvledge 
itself.

For Hegel, the dialectics of experiences com es to an  end  in absolute sell- 
know ledge and self-understanding. G adam er w ants to apply H egels dialectics 
of experiences vvithoul the concept of absolute self-know ledge (see also Hei­
degger 1988). G adam er th inks that if a person is experienced, she is not the 
k ind of person that know s everything rather, is a radically undogm atic  per­
son. She is a person vvho is very capable of attaim ng new  genuine experiences. 
She is quite capable oi learning new aspects and b roaden ing  her horizon. So 
for Gadamer, the siream  of experiences never fulfils itsell in absolute know ledge 
rather, in openness to new experiences, w hich is facilitated by experience 
itself (G adam er 1998, 355).

T hus, n o th in g  ever ap p e a rs  the  sam e again  fo llow ing  a h e rm e n eu tic  
experience. We see ordinary  things (“ord inary  th ings” in the form er horizon, 
w orld view or paradigm ) in a different light, and, m oreover, we also becom e 
able to conceive of tolally new  entities. O u r “w orld” undergoes a change, and 
we becom e changed  as people along  w ith  it. The s ituation  is even m ore 
interesting w hen the stim ulus for this herm eneutic  experience is a persons 
autobiography. VVhat happens w hen the cause of a herm eneutic  experience 
is the “mim etic p ic tu re” of ones life? In order to fully und erstan d  the dynam ics 
oi that process, we m ust consider the relationship betw een the original (life) 
and representation  (autobiography). This problem atic is related to the question 
oi tru th  in artw ork.

H e id e g g e r : T r u t h  a s  u n c o v e r in g

We claim  that in artw ork  and autobiography, the proper concept of tru th  is 
not the tru th  as correspondence -  tru th  as adequatio  betw een a th ing  and its 
representation. We preler M artin H eidegger s alethetical tru th  (herm eneutic 
tru th ) over the correspondence theory. H eidegger pu ts lorw ard  his concept 
of alethetical tru th  by criticising the correspondence theory. H eidegger poses 
the question of hovv two totally diflerent phenom ena can co rrespond  to each
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o ther ,  the  b e in g  (entity) an d  the assertion  a b o u t  it?
H e id e g g e r  c la im s  th a t  the  c o r r e s p o n d e n c e  th e o ry  is ba sed  o n  a m o re  

f u n d a m e n ta l  t r u th ,  the  a le thetica l  t ru th .  This  co n v ic t io n  re q u i re s  th e  idea 
oi o v e r c o m in g  the  s u b je c t -o b je c t  r e la t io n sh ip .  A c c o rd in g  to H e id e g g e r  a 
h u m a n  b e in g  (D asein)  is abvays in - th e -w o r ld  (in-der-VVell-sein).  T h ere  is 
n o  “1” tha t is sep a ra te  from  the  o u te r  World. This  also m e a n s  th a t  a h u m a n  
b e in g  is n o t  a single  o b jec t  a m o n g  o th e r  o b jec ts  in th e  World, so  tha t  the 
w o r ld  is th e  to ta li ty  of the  objects. “D asein  is nev e r  p ro x im a l ly 'an  en t i ty  
w h ic h  is, so  to  sp e a k ,  free from  B eing-in , b u t  vvhich s o m e t im e s  has  the  
in c l in a t io n  to take  u p  re la t ion sh ip  to w a rd s  th e  w o r ld . ” (H e ideg ger  1992, 
8 4 .)  H e  is a lw ays w i th  the  w o rld ,  w ith  o th e r  be ings .  In the  World D asein  

f i n d s  h i m s e l f  a n d  o t h e r  b e in g s .  T h i s  is w h a t  H e i d e g g e r  r e f e r s  to  as 
“u n d e r s t a n d i n g ”. U n d e r s t a n d in g  is the  bas ic  m o d e  o f  the  h u m a n  b e in g  to 
be in  th e  W orld  (H e id eg g er  1992, 182). T his  u n d e r s ta n d in g  is a lw ays  the  
u n d e r s t a n d i n g  o f  s o m e  b e in g .  A nd  w e  c a n  re fe r  th i s  u n d e r s t a n d i n g  as 
“a le the tica l  t r u t h ”. T ru th  as a le theia  is u n c o n c e a ld n e s s  o f the  b e in g  o f  beings ,  
in o th e r  w o rd s ,  it is u n c o v e r in g  oi th ings. T he  h u m a n  being , o r  D asein ,  is 
the  t r u th ,  b ec a u se  he u n d e r s t a n d s  (H e id eg g e r  1992 ,  263) .

To say that assertion is true  signifies that il uncovers  the entity  as it is in itself. 
Such  an a sse r t io n  asser ts ,  p o in ts  o u t ,  “le ts” the  en t i ty  “be s e e n ” in its 
u ncoveredness .  The Being-true ( t ru th) of assertion m ust be u n d e rs to o d  as 
Being-uncovering. Thus tru th  has by no m eans  the s truc ture  of an agreem ent 
between k n o w in g a n d  the object in the sense of a likening of entity (the subject) 
to a n o th e r  (the Object) . (Heidegger 1992, 261)

The  loca t ion  o f  a le thetical t r u th  is not p r im ar i ly  in the asse r tion ,  w h ic h  w e 
usua l ly  c o n s id e r  th e  locus  o f  the  t ru th .  In  his la ter  p h i losophy ,  H e idegger  
p re sen ts  the  p lace o f  the  t r u th  as in the  w o rk  o f  ar t  a n d  in the  poetry. The 
art is th e  b e c o m in g  and  h a p p e n in g  (Ere ignis)  of th e  t ru th .  T he  t ru th  is n o t  
the  t r u th  as c o r r e s p o n d e n c e  bu t  the  t r u th  as a le the ia ,  as u n co v e r in g .  The 
alethetical t r u th  is the  u n c o v e r in g  of the be in g  in its be ing ,  an d  th is  a le thetical 
t r u th  is b y  its n a tu r e  h a p p e n in g  and  poetry. VVhile p o e try  is the  essence  of 
art,  it is a lso  lan g u ag e  in its essentia l form. Poetry  is no t  a lo rm  o f  language ,  
b u t  s p o k e n  a n d  vvritten langu age  is a fo rm  of poetry. In o th e r  vvords, p o e try  
is the  o r ig in  oi language  an d  art.

lf the case is tha t s o m e th in g  n e w  em erg e s  in o u r  vvorld (h o r iz o n )  as a 
resu lt  of th e  h e r m e n e u t i c  e x p e r ie n c e  c a u s e d  by  a p o e m  o r  a Story, th e n  
a r tw o rk  su re ly  is n o t  a cop y  o r  p u re  r e p r o d u c t io n  of the  o r ig in a i . H e id e g ­
ger s t ron g ly  ob jec ts  to the  c o n v ic t io n  that ,  for e x am p le ,  H ö ld e r l in s  h y m n  
“The R h in e” exis ts  in a c o p y - r e la t io n sh ip  w i th  th e  ac tua l R hine  River. Yet
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the tru th  is pu t  in the w ork , not as a co rrespondence  but as an uncove r ing  
-  as Aletheia. Alethetical t ru th  is not a relation bu t,  rather, is a w ay  in 
which a being (Seiende) uncovers  itseli.

What is at vvork in the work? Van Goghs painting is the disclosure oi what the 
equipment, the pair of peasant shoes, is in truth. This entity emerges into the 
unconcealedness of its being. The Greeks called the unconeealednessof beings 
aletheia. We say ‘tru th’ and think little enough in using this word. li there 
occurs in the work a disclosure of a particular being, disclosing what and how 
lt is, then there is here an occurring, a happening of truth at work. (Heidegger 
1971, 36)

The h appen ing  of the tru th  in the w ork  of art is one way of undergo ing  an 
experience with  language. This k ind of undergo ing  means that vve endu re  
it, suffer it, receive it as it s tr ikes  us and  su b m i t  to it. The co n c ep t  of 
“undergo ing” an experience m eans that the experience is not of ou r  ow n  
m aking  and that it has the pow er to transform  us. VVhen we refer here to 
the undergo ing  ot an experience w ith  language in the Heideggerian sense, 
it is no t in term s of the gathering  or  analysis of information (Heidegger, 
1982, 59).

Speaking of language is in itself the undergo ing  of an experience w ith  
language. G adam er 's  h e rm en eu tic  experience is one modification  of this 
undergoing. Language speaks, not you or 1. This happens  vvhen vve cannot 
lind the right vvords to express vvhat is on  our  m ind , vvhich in tu rn  vvorries, 
distresses or encourages us. H e id e g g e rs  exam ple  is Georg Trakl s p o em  
W i n t e r  E v e n i n g .  In this poem , the unspeakable  reveals the vvorld, and  this 
uncovering oi the vvorld oi the vvinter evening is the alethetical truth. The 
alethetical tru th  does not m ean, that everything is uncovered. It is impossible 
to uncover the vvhole World at once. Something must at same time be covered. 
Covering and  uncovering  belong to alethetical tru th . To see som eth ing  is 
possible only if som eth ing  else stays in shadovv, out of our  horizon.

AUTOBIOGRAPHICAL NARRAT1VE AS A HERMENEUTIC PICTURE 

THAT IS NOT A COPY OF THE OR1G1NAL

H eideggers  pup il  G ad a m er  in te rp re ts  A l e t h e t i c a l  t ru th  in the follovving 
way: G a d a m e r  c o n s id e r s  the ex p e r ien c e  of a r tw o rk  as a h e rm e n e u t i c  
experience. It is by m eans oi herm eneutic  experiences that new things occur 
in our  World, and it happens  in a vvay in w hich vve leel that this artistic 
representation  is more true or au thentic  than  the “original” itseli.
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Let us take as an example Neill Jo rd an s  historical movie M i c h a e l  Co l l i n s .  
In the  movie, Liam Neeson plays the role of lrish political leader Michael 
Collins so extraordinarily well thai we begin to feel as il Liam Neeson is 
m ore like Collins than Collins himself; over the course o( the movie the 
charac ter  becom es m ore “himself”. The cinematic represen ta tion  oi the real 
historical person  facilitates o u r  recognition of Collins “m ore as himself”. 
T h rough  the movie, we are able to recognise som eth ing  as som ething,  which 
m eans  that tru th  has happened  or the tru th  has been put into action. The 
process of recognition, however, does not necessarily m ean  that we know  
so m e th in g  again, or that we experience it in a trivial sense. “The joy of 
recognition  is rather the joy of kno\ving more than is already familiar. In 
recognition what we know  em erges...” (Gadam er 1998, 114)

This is w hy Gadam er em phasises the unity  of the p i c t u r e  (Bild) and the 
o r i g i n a l  (Urbild) in the w ork  of art. For Gadamer, the w ork  of art or a great 
story is not a c o p y  (Abbild) oi an original bu t  rather a p i c t u r e  of it. In the 
process  of p i c t u r e  fo rm ation  the original becom es b o rn  as e x  p o s t  f a c t o  
(Koski 1995, 73). W h e n  we recognise the p i c t u r e ,  the original somehovv 
becom es increasingly real -  it becom es truer  (ontological en richm ent).  Pure 
copy does no t inspire this kind of experience, n o r  is that the copys purpose. 
According to G adam er (1998, 138):

The essence of a copy is to have no other task hui to resemble the original (...) 
This means that its nature is to lose its ovvn independent existence and serve 
entirely to mediate what is copied (...) A picture, hy contrast, is not destined to 
be self-effacing, for il is not a means to and end.

A copy merely points  to the original,  but a p i c t u r e  has an entirely diflercnt 
task. The original contes to life th rough  pic ture, com es to be more like 
“itsell”. W ithou t the picture, the original would  not be samc as it is vvith 
the presence of the p i c t u r e .  W i th o u t  Jean Sibelius’ F i n l a n d i a  H y m n ,  F in­
land w o u ld  no t be F inland; vvithout Titus Livius’ A h  u r b e  c o n d i t a ,  Rome 
vvould not be Rome, and finally w ithou t T h e  N e w  T e s t a m e n t  - the most 
povverlul narrative in the western World - Jcsus vvould not be Jesits, etc. It 
is in this way that the truth h appens  in and th rough the p i c t u r e .  Something 
new emerges in the World, and som eth ing  is uncovered  -  and som eth ing  
else might be covered - as a result oi the p i c t u r e .

Let us take an example Irom C hurch  history to illustrate the povver of 
picture. The question here is the so called lconoclasts, w h ich  cost h u n dreds  
oi lives of m em bers  oi The Greek O rthodox  Church. In the 80 0 ,h century, 
the theological controversy  over icons oi Christ cu lm inated .  In the year 
754, Byzantine E m peror  Leo categorically banned  the portrayal oi Jesus.
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Only Arabic and Syrian style pictureless decoration and ornaments were 
allowed in churches. The em peror Leos councellors thought that the 
adoration ot the icon oi Christ would lead to superstition and heresy. The 
famous Greek Father John Damascene defended the icon oi Christ and 
gave the Greek Orthodox Church the dogma that is still in use (Holmqvist 
1928, 338). According to John Damascene, Christ is not the real Christ 
unless we portray Hirn. A follower oi Jesus needs more than a swallow 
image of Jesus in her mind. She needs a concrete image -  vve wuold say a 
hermeneutic picture -  in which Jesus could be born alterwards, as po s t  e x  
fac to . Due this hermeneutics of the picture (hermeneutic experience caused 
by the icon), the image ot Jesus is experienced as more true than the original 
historical Jesus. Via the icon, the believer recognise something as something. 
That is, via the teon, the believer recognise Jesus (pre-understanding) as 
Jesus  Christ (h e rm en eu t ic  p ic tu re ) .  VVithout the d ilfe ren t  k inds  ot 
hermeneutic pictures of Christ (New Testaments, icons, hymns, famous 
confessions of faith, movies, religious stories etc.) there would be no Christ. 
Christ can only exist in a living picture of Christ. For John Damascene, the 
icon of Jesus was itself a defender of the divine presence; just as God is 
presence in the Holy Communion, Christ is presence in the picture. VVithout 
the picture, Christ cannot be.

Autobiography and identity posess this same kind of hermeneutic logic 
as the picture and original. Autobiography is not a mere copy - it has 
another task, the task of the p ic tu re .  As Jeromy Bruner notes, there is no 
“life itself” without interpretation. There is no life without a picture of life:

There is no such thing psychologically as “lite itsell”. At very least, it is a 
selective achievement of memory recall; beyond that, recounting ones lile is an 
interpretive feat. Philosophically speaking, it is hard to imagine beinga naive 
realist about “life itself”. (Bruner 1987, 13.)

Interpretation is the process of recognising something as something. In 
autobiography, we recognise ourselves as ourselves. In this process of 
recognising, we simultaneously create and preserve (determinate negation) 
ourselves. Tel 1 ing or writing an autobiography brings about a hermeneutic 
experience in which 1 see myself in an entirely dilferent light. This could 
in turn alter my action and force me to retell or revvrite my autobiography. 
This is the point at which Ricoeurs hermeneutic concept of mimesis comes 
into the picture.
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R i c o e u r s  T h r e e f o l d  c o n c e p t  o e  M1MESIS

AND THE HERMENEUTICS OF THE P1CTURE

Ricouer claims that narrative is a conclition of hu m a n  temporal existence 
(Dasein). H u m a n s  articulate time th rough  narratives. Ricouer a t tem ps to 
grasp the m ediat ion  between  time and narrative with his threefold concept 
o( m im e s i s p m im esis ,  and  m im es is3 (for more p ro fo u n d  p resen ta t ion  of 
threefold mimesis, see Arto Laitinens article in this book). Ricouer vvrites 
(Ricoeur 1984, 45): “In cons truc t ing  the rela tionship  between the three 
mimetic m odes  I constilu te  the m ediation betvvecn time and narrative”.

Ricoeur borrovvs his concept of mimesis (imitation) from Aristotle. For 
Aristotle, poetic is essentially imitation (mimesis), bu t  not in the m eaning 
of the plain copy, vvhich is the Platonic use of the concept. “If we continue 
to t rans la te  m im es is  by ‘im i ta t io n ’, we have to u n d e r s ta n d  s o m e th in g  
completely contrary  to a copy of som e preexisting reality and speak instead 
of a Creative im ita t ion” (Ricoeur 1984, 45). A ccord ing to  Ricouers application 
ot Aristotle, m im esis refers to Creative imitation by means of the plot of 
lived tem poral experience (Ricoeur 1984, 31). For Ricouer, mimesis is not 
just the p roduc tion  oi a narrative text. Mimesis also refers to the threefold 
process of vvhich the creation oi narrative (mimesis2, p lotting the events) is 
merely one element,  thought the most im portant one.

T hese  th r e e  p h a s e s  o f  m im es is  are p r e - u n d e r s t a n d i n g ,  p l o t t i n g  an d  
a p p l ic a t io n .  Ricouer nam es these phases as mimesiSp m im esis2 and m im esis5. 
Ricouer calls the prelim inary  u n d ers tand ing  of action p r e - u n d e r s t a n d in g ,  and 
refers  to it w i th  th e  c o n c e p t  oi m im e s i s r  In the  p ro c e ss  o f  vvriting 
autobiography, mim esis represents the phase in which the au thor  lives his 
or her life and  forms a p re-unders tand ing  of it. W hen  \ve live o u r  lives, we 
have som e k ind  of practical and  o n -go ing  u n d e r s ta n d in g  of it. To use 
Heideggerian terminology at this slage we have our life “p resen t-a t-hand” 
(Z u h a n d e n ) ;  as s o m e th in g  w h ich  is no t p ro p e r ly  th e m a t iz e d ,  no t  yet 
transformed into a picture.

A necessary conclition of the narrating  process is the fact that h u m a n  
action in general is alvvays already articulated by signs, rules, and norms. 
O ur  p re -u nders tand ing  in mimesis! is already lingnistie, vvhich is a necessary 
conclition to the plo tt ing  in next phase. Ricouer does not say that our  life 
already exists in narrative form, but rather, that o u r  life is alvvays already 
s y m b o l ic a l l y  m ed ia ted .  VVe could  say that ou r  life “in-itself” is an almost 
completed narrative, only the plot is missing. Ricouer speaks about a pre- 
narrative s tructure  of temporal existence. In this context Ricouer uses term 
syinbol to refer to som eth ing  that is halfvvay betvveen a simple notion and a
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double-meaning expression following the model oi the metaphor (Ricouer 
1984, 57). Thus our fragmented pre-understanding of our life is symbolically 
mediated and is something between a set of simple notions and a set of 
complex symbols. Each of us has elements (memories and self-presentations 
in the form ot notions and symbols) of ones autobiography “ready-at-hand” 
-  ali that is needed is a plot.

In the next phase, the narrative is organised into a lext; pre-understanding 
is transformed into a poetic totality. Ricouer calls this active process oi 
textualisation mimesis2. Mimesis, constitutes the pivot in the narrative 
process. In this phase, singular events are organised into th e  p lo t  (muthos). 
This emplotment is based on the pre-understanding of mimesis,. According 
to Aristotle, “the imitation of action is the Plot” (Aristotle 1958; Poetics, 
50a 1). The production of the plo t  is the most Creative moment in the threefold 
process of mimesis. In the composition of the plot, the essential thing is 
that the narrator is the maker oi a plot (Ricouer 1984, 41):

One feature of mimesis, then, is that it is directed more at the coherence of the 
muthos (the plot) than at its particular story. Its making is immediately a 
universalizing “m aking”. The vvhole problem  cd narrative V e r s t e h e n  
(understanding) is contained here in principle. To make up a plot is already to 
make the intelligible sprung trom the accidental, the universal from the singular, 
the necessary or the probable trom episodic.

According to Ricouer the plot is the mediation between the individual 
events and the narrated story as a vvhole. The plot makes a meaningful 
narrative out of the diversity of events and incidents of life. Plot transforms 
events into story. There is no story prior to the productive imagination of 
the author or the vvriter ot an autobiography. Emplotment and storytelling 
are possible because our  p re -unders tand ing  is symbolically mediated, 
although an author must still invent a plot, a common thread that holds 
events  together. Ricouer claims that a s tory  must be more than  an 
enumeration of events in serial order. Plot organises events into a vvhole in 
a vvay that allovvs us to pose the question: vvhat is the “thought” of this 
story? (Ricouer 1984, 65).

On many occasions, Ricouer emphases that mimetie activity is not copying. 
This is especially true in the phase oi mimesis,. A plot, theme or thought is 
not and it cannot be a copy Irom original. In the process of emplotment, 
the original is created po s t  e x  fac to . In this process something happens to 
the au tho rs  pre-understanding, something to vvhich the author cannot 
reverse back. In the case ot autobiography life “in-itself’ (Hegel) becomes 
life “for-itself” in a vvay in vvhich there is no going back. We refers to vvhat
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h a p p e n s  here as the ontological en richm ent of life. Som ething new  comes 
in to  th e  World w h e n  the  w r i te r  of an a u to b io g r a p h y  t r a n s fo rm s  h e r  
fragm ented  m em ories  and life happen ings  into a meaningful vvhole with a 
c o n c lu d in g  plot.  W ith  the reflective act of em p lo tm en t ,  the a u th o rs  life 
“in-itself” becom es life “for-itself”; life becomes the Story of an au th o rs  life 
narra ted  by the experiencing ego to itself. In this vvay the ego transforms 
her fragmented self-presentations into kind of artvvork, which becom es a 
pontentia l s t im ulus of herm eneutic  experience for the au thor  itself.

In the phase of mimesis,, events and happenings of an au tho rs  life becom e 
transfo rm ed  into  a s tructure  or into picture in G adam erian  sense. These 
events vvere belore only properties oi author, but after this this transformation 
into w ritten  text they becom e c o m m o n  property, som eth ing  m ore perm anen t  
th a n  a u th o r  herself. A cco rd ing  to G ad a m er  “the tran sfo rm a t io n  into a 
s truc tu re  m eans that w hat existed previously no longer exist. But also what 
exists, w hat represents itself in play of art, is lasting and true” (Gadam er 
1998, 100).

But the narrative process does not stop here. The Story is told and adopted,  
and thus becom es part of the identity of the writer. The au tho r  begins to 
a p p ly  this new unders tand ing  to her ow n life. There is, of course, no “s im ple” 
app lica tion  of a Story or  se lf-unders tand ing ,  because the Story becom es 
altered over the course of the process of its application. The process of 
appl ica tion  is always in terp re ta t ion  and  reconstruc tion  (Gadam er).  This 
application is also “the closure and disclosure of being”, where the horizon 
of the “app lica to r” sinrultaneously w idens and close itself (Heidegger). VVhen 
I ap p ly  my new  s e l f - u n d e r ta n d in g ,  so m e th in g  new  em erg es  b u t  also 
som eth ing  else also rem ains concealed. Ricouer explicitely says that this 
stage co rresponds  to w hat G adam er  calls “application” (Ricouer 1984, 70). 
This Gadam erian  a pp l ica t io n  is mimesis and it is also the starting point of 
a new p r e - u n d e r s t a n d in g  of life.

If we want to create an analogy between threefold model of mimesis and 
H egels threefold model of the appearance (phenom enology)  of spirit,  it 
would  proceed as follows: Mimesis! corresponds to the stage of the subjective 
spirit, in w hich  the spirit is “in-itself” (an sich selhst). Mimesis2 co rresponds 
to the stage of objective spirit, in which the spirit is “for-itself’. And finally, 
m im esis3 co rresponds  to the stage of absolute spirit, in which the spirit is 
“in -i tse lf -and-fo r- i tse lf” (see H egels  Enzyk lopäd ie  der  p h i lo so p h isch e n  
Wissenschaften, § 385). We hold this analogy with addition  that the stage 
of “spirit in-itself-and-for-itself” is not stage of absolute self-certainty but a 
new beginning - a new  phase lor the spirit to he “in-itse lf’. The developm ent 
of spirit and selfhood is a never end ing  process in vvhich the spiral circulation 
always includes the possihility to go in new direction.
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YViih this threefokl model of mimesis Ricouer actually presents his ovvn 
version of the Heideggerian “h ap p e n in g  of t ru th  in p o e t ry ”. In R icouers  
herm eneutic  plays the role of poetry. Som eth ing  new emerges (the t ru th  as 
a happen ing  and an uncovering; the ontological en r ichm en t of being) w hen  
the au tho r  tel Is the Story oi her ow n life, and  this “som eth ing  n ew ” begins 
to affect the a u th o rs  life by its app l ica tion  of au th o r  itself. The w ri tten  
au tob iography  works as a G adam erian  picture (Bild), by w hich  the au thor  
gets the sense of becom ing  more  herself. The au tob iography  is no t a copy of 
life (Abbild). ft does not re-present anything, b u t  rather  discloses and  reveals 
the tru th  oi being, the tru th  of the dynam ic of oneself. Selfhood is always 
dynam ic, and the very process of com posing  an au tob iography  alters it. In 
the process of m im es is^m im es is^m im es is  onesell becom es another; not 
ano ther  person altogether bu t som eth ing  different than  w hat she had  been. 
The au tob iography  and  selfhood are involved in a recursive relationship, 
w h ic h  is w h y  th e  p r o c e s s  o f  a u t o b i o g r a p h y  is n e v e r - e n d in g .  T he  
herm eneutics  of telling and  re-tellmg the narrative identity can be presented  
in the follovving way:

L ife  and it’s
narrative
p reund erstan d ing

C o m p o sin g  
a narrative

M imesis
A p p lica tion  o f  
the narrative  
into  o n e ’ s life

R e fo rm e d  life  
and it’ s narrative  
preund erstan d ing

C o m p o sin g  
a narrativeetc.

Life

"O n g in  ai" "P icture”

Figure 3. The ontological en r ichm ent of life and story (Heikkinen,  Kakkori 
&r H uttunen  2001)
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In m im esis,, the 1 i f e and its pre-understanding serve as the “o rig in a l” 
(U rb ild ). In mimesis , fragmented stories about onesell are in the form of 
“ inner speech” . In mimesis,, you are in the phase of dictating and conducting 
your autobiography. The w riting  oi an autobiography is an indication of 
the need to “p lo t” these fragmented self-representations into a coherent 
“outer speech” . The p lo l determines which memories vve include and vvhich 
memories we emphasise. As a result o f the autobiography, some aspects 
come to light while others remains concealed. The p lo t also determines 
how we consider the change in ourselves; vvhich parts o f us have changed 
and vvhich have not. In this way, vve create and renew our narrative identity. 
In m imesis^ 1 apply the vvritten Story to my life again. For example, in a 
religious confession, I confirm  to myself and other people that my Story is 
true and authentic. Through my vvords and deeds I begin to actualise this 
picture o f me, after vvhich this picture starts to live its ovvn life. As Jerome 
Bruner (1987, 13) has put it: “Narrative imitates life, life imitates narrative” . 
This im ita tion is productive in both vvays. The autobiographical narrative 
is never a simple copy o f life and life never imitates autobiography in any 
straightforvvard vvay. One m ight th ink that after you have made your political 
or religious confession (m imesis,) lile vvould he the simple application 
(mimesis3) o f this new self-understanding (a new mimesis,) -  but there is 
nothing simple in lile.

T he  a b s e n c e  o e  p o w e r  in  t h e  h e r m e n e u t ic s  o f

TRUTH AND SELFHOOD

We have presented a very positive and humanistic v’ievv o f the development 
and interviewened o f narrative and selthood. Nevertheless, this is only one 
side of picture, the side o f freedom. According to David Carr, the selectivr 
nature o f the process of mimesis, is a sign o f the presence of power (Carr 
1986). VVe do not teli our biography in a vacuum but in certain tradition 
and discourse, wherefrom vve get the concepts and models o f thoughts. 
Tradition and discourse particularly determinize the way we plot our life 
happenings in the phase oi mimesis O f course, tradition and the povver 
structures of discourse are active in the preunderstanding (mimesis,) and 
in the application (mimesis3).

Also we have examined the hermeneutic experience and the formation 
oi narrative in the light oi “ the realm oi freedom” , in vvhich we presume 
tha t o u r re la tio n  to  tra d it io n  and o u r fo rm e r s e lf-u n d e rs ta n d in g  
(preconception) is purely dialogical and the process is always open to new
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perpectives. But there is ascpetc of “the realm oi necessity” which provides a 
different picture of the mimetic process. According to this point of view, humans 
are not free and they do not have capacity to reflectively modify their identities 
and sellhood. According to Michel Foucault, the concept of seit is only “an 
ideological particle”, an enlightened illusion of freedom and self-control (see 
Leena Kakkoris article in this book). So vvhat is the truth of selfhood? VVhat is the 
relationship betvveen freedom and determination in the hermenutics of sellhood? 
Perhaps there is no proper synthesis and there is real antinomy, as Immanuel 
Kant thought (Kant 1971, 104). There is freedom and there is non. The human 
is simultaneusly a member of both the realm of freedom and the realm of necessity.
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P e n t t i  M o i l a n e n

NARRATIVE, TRUTH AND 
CORRESPONDENCE

A  D e f e n c e

arrative research is suitable for teacher research because stories fit the
complexity of teachers’ vvork and the indeterm inacy and richness of teachers’ 

experiences. Stories can capture the m any nuances and intrinsic multiplicity 
of m eanings that constitute the World of teaching. (Carter 1993, 6.)

The analysis of narratives is usually a herm eneutic appraisal. Narratives are 
textual and  herm eneu tics is a theory of in terpretation . In spite of this the 
herm eneutic conception of tru th  does not fit ali views of interpretation or ali 
views of narrative research. In this article I try to show  that even in herm eneutic 
analysis of narratives one often presupposes the correspondence theory of truth. 
1 present here two exam ples of herm eneutic in terpretation to support my thesis. 
The first one stem  frotn analytic herm eneutics and deals vvith the interpretation 
o f the rea so n s for ac tio n . The se co n d  d erives  from  p h en o m en o lo g ica l 
herm eneutics and deals w ith the interpretation of hum an experiences.

The co rresp o n d en ce  theory  of tru th  is often co n sid ered  unsu itah le for 
qualitative research. O ne idea behind the denial of the correspondence theory 
of tru th  is the  co n c e p tio n  tha t one c a n n o t lest the  c o rre sp o n d e n c e  of 
interpretations and  social reality because social reality consists of changing 
interpretations. A ccording to this conception there is no ultim ate social reality 
w ith \vhich the interpretations m ade by a researcher could be com pared. From 
the constructionist viewpoint people are ali the tim e constructing their psychic 
and social realities shaped by historically contingent conventions of discourse 
(Gergcn 1985, 272). According to Carter (1993, 10) in narrative research thinking 
about the g ro u n d in g o f generalizations in em pirical facts is seriously th reatened .

I th ink  that relying on the co rrespondence theory  of tru th  is still possible. 
O ne aim of social research is to reconstruct the in te rp re ta tio n s m ade by the
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m em bers  of the societies investigated. Here one can, in principle at least, 
c o m p a r e  th e  p r i m a r y  i n t e r p r e t a t i o n s  u n d e r  i n v e s t ig a t io n  w i t h  the  
in terpre ta t ions m ade of these prim ary  interpretations.

Strauss &r C orb in  (1990, 252) see three k inds oi judgm ents  abou t the 
validity, reliability and credibility oi data. Ju d g m e n ts  are m ade  abou t  the 
data, research process and empirical g round ing  of the research findings. In 
research practice there seems to be an em phasis  on  the validity oi the research 
process (Atkinson, Health  and Chenail 1991, 162). It is supposed  that the 
research process sh o u ld  be made as transparen t  as possible to allow the 
evaluative analysis of each step.

Here 1 take ano ther  course of analysis and concentra te  on the third form 
of validity analysis. The starting point of my argument is that one tries to 
ftnd som e Independen t support  for an in te rp re ta t io n  hypo thes is .  This 
support  is based on a com parison  of the in te rpre ta tion  with certain facts. 
The crucial q ues t ion  is il there  is a reality the in te rp re ta t ions  c o u ld  be 
com pared  with. 1 try to show that in some cases of narrative research the 
answer is affirmative.

T r u t h  AND INTERPRETATIONS

V a l i d i t y  in q u a l i t a t i v e  r e s e a r c h

Truth is the most im portan t  notion  of science. O ne  oi the aims of science is 
to build up  a tru thfu l concep tion  ot reality. The requ irem ent of tru th lu lness  
is a dem and ing  one because there is no direct way to evaluate the tru th lu lness  
of Scientific theories. In evaluating theories one is relying on  o ther  theories 
(See Longino 1979, 39-40). This notion  leads us to ques tion  the usefulness 
of the no tion  of  t ru th  in science. Shou ld  we have som e easier ways of 
evaluating the quality  of Scientific theories? Maybe it is enough  that theories 
are useful in the explanation  ot p h en o m en a  or in the p red ic tion  oi courses 
of events or in m anag ing  w ith  ph en o m en a  in o u r  daily lives.

The p rob lem  of t r u th  has becom e a co m p lex  q u e s t io n  in qualita tive 
research. The m e th o d s  of gathering and  in te rpre ting  data are not simple 
p rocedures  that could  be used in exactly the same way by every researcher. 
Some researchers are more sensitive than  others in interviewing people or 
more insightful in cons tru ing  interpretations. The process of in te rpre tat ion  
is therefore a subjective process. (See Carter 1993, 9).

Especially in action research and  in narrative research, too, the subject 
of research is chang ing  due  to the research process. Il may be argued that in
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re sea rch  vvhere ih e  m e t h o d s  of d a ta  co l lec t in g  cau se  ref lec t ion  in th e  p eo p le  
s t u d ie d ,  th e  r e s e a rc h  c a n n o t  ob jec t ive ly  d e sc r ih c  soc ia l  reality. D ifferen t 
re sea rc h  p ro c e d u r e s  c h a n g e  peo p le  in d ifferent w ay s  a n d  th e re fo re  the re  is 
no  o b jec t ive  w ay  to  c o m p a r e  the re su lts  of v a r iou s  inves tiga tions .

A th i rd  p r o b le m  c o n c e rn s  the  o n to lo g y  o f  social reality. T h is  p ro b le m  is 
tied  to  the  su b jec t iv e  n a tu re  o f social reality. Social rea l i ty  co n s is ts  for a 
large p art  o f in t e rp re ta t io n s  (L enk  1991, 291).  M any  social (acts are based  
o n  in t e r p r e t a t i o n s  th a t  a re  n o t  ali ke in d i f fe re n t  so c ie t ie s .  F o r  e x a m p le  
de tnocracy ,  eq u a li ty  o r  f reed om  have no  un iversa l  m e a n in g .  In  these  cases 
the  re sea rch e r  m a k e s  sub jec t ive  in te rp re ta t io n s  o f  su b jec t iv e  in te rp re ta t io n s .  
Is th e re  any p lace  for the  n o t io n  o f  t ru th?

In qua li ta t ive  re sea rch  the  t rad i t iona!  n o t io n s  o f  va lid ity  a n d  reliability  
are  s e ld o m  used .  In s tead  o ne  uses  n o t io n s  1 ike credibil ity ,  transferabil ity ,  
d e p e n d a b i l i ty  a n d  co rf irm ab il i ty  (L inco ln  «Sr G u b a  1985 ,  30 0 ) .  T hese  n o t io n s  
b e t t e r  su i t  the su b jec t ive  n a tu r e  of the  research  process .  T h e  m o s t  in te re s t in g  
c o n c e p t  of these  is for m e  the  n o t io n  of credibility. It s e e m s  to p re s u p p o s c  

the  n o t io n  o f  t r u th .  T he  o th e r  c o n c e p t s  are c o h e re n t  w i th  th e  sub jec t ive  
s ide  o f  in te rp re ta t io n s  b u t  the  n o t io n  o f  c red ib il i ty  is d if feren t .  lt d e m a n d s  
th a t  o n e  sh o u ld  m a k e  in te rp re ta t io n s  that c o r r e s p o n d  to  reality, even  if th is  
reality  is a su b jec t iv e  one.

S u b j e c t i v i t y  a n d  ob jec t i v i t y  o f  i n t e r p r e t a t i o n s

T h e  rea l i ty  in v e s t ig a te d  is in m a n y  cases  su b jec t iv e  a n d  th e  p ro c e s s  on  
in te rp re ta t io n  is subjec tive , too. T his  d oes  not,  hovvever, m ea n  that the  reality 
an d  the  process  o f  in te rp re ta t io n  are alike b ecause  the te rm  subjec tive  has 
d ifferent m ean ing s .  Searle (1 9 9 5 ,  8) vvrites tha t w e  have to  d is t in g u ish  an 
epis tem ologica l  a n d  an  on tological use of this te rm . In the  epis tem ologica l  
sense  ‘su b je c t iv e ’ a n d  ‘o b je c t iv e ’ refer to  th e  e v a lu a t io n  o f  k n o w le d g e  or 
op in ions .  In th is  sense  musical taste is subjec tive  b ecause  the re  are no objective 
criteria for m usic .  O n e  prefers rock  music  an d  so m e o n e  else jazz. It is u p  to 
o n e s  o w n  m usical  taste w h a t  k ind  of m us ic  is good . O bjec tive  facts d o  not 
d e p e n d  on  p e o p le s  o p in io n s  o r  feelings. H elsinki is the  capital o f  F in land  
an d  this is an ob jec t ive  fact.

In the on tological sense objec tive  and  subjective refer to the  w ay  of being. 
Soine entities exist in p rivate  experience . Pains are sub jective  in this  sense. 
Their  exis tence p re s u p p o se s  son te  person  to exp er ien ce  th e  päin.

Iti this sense it is possible, at least in princ ip le ,  to have ob jec t ive  knovvledge 
of subjective facts. VVhen 1 say tha t you  have a h ead ache ,  I m ay  m a k e  a correc t  
o r  incorrect s ta te m e n t  ab o u t  y o u r  experience . Even if 1 c a n n o t  objectively  say 
that jazz is b e t te r  th a n  rock m u s ic ,  I still can say tha t  yo u  p refe re  jazz.
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Even lf the social wotid consisted only of subjective interpretations, lt is 
no mistake to State that we can, in principle at least, make objective 
interpretations of social reality. Even il these interpretations are not the 
whole truth, they can accurately describe the subjective social World from 
some point of view. In this sense we can have various true interpretations ot 
the social World that consists only of subjective interpretations.

1 think that two specifications must be made here. First, the social World 
does not consist only of subjective interpretations. Secondly, even il objective 
interpretations of social reality are in principle possible, it does not have to 
be so in practice.

Lincoln and Guba (1985, 295-296) state: “W hen naive realism is replaced 
by the assumption of multiple constructed realities, there is no ultimate 
benchmark to which one can turn tor justification... In order to demonstrate 
“truth value, “ the naturalist must show that he or she has r e p r e s e n t e d  
t h o s e  m u l t i p l e  c o n s t r u c t i o n s  a d e q u a t e l y ,  that is, that the r e c o n s t r u c t i o n s  ... 
that have been arrived at via the inquiry are c r e d ib le  to the  c o n s t r u c to r s  o f  
the  o r ig in a l  m u l t i p l e  re a l i t ie s .” To my mind this idea is consistent with the 
correspondence theory of tru th  and fits in with the two m eanings of 
subjectivity.

C o h e r e n c e  a n d  c o r r e s p o n d e n c e  in h e r m e n e u t i c s

The correspondence theory of truth is usually not considered to fit in with 
hermeneutics (See VVachterhauser 1994, 24). There are at least three reasons 
for this. Hermeneutics has construed the interpretation process as a dialogue 
based on a herm eneu tic  circle. In terpre ta tion  has not been seen as a 
hypothetic-deductive procedure including testing of a hypothesis, but as a 
gradual correction of pre understandings. Secondly, one of the aims oi 
h e rm e n e u t ic  u n d e r s ta n d in g  is m u tu a l  u n d e r s ta n d in g  th a t  leads to 
edification. Here, truth means truth to a person, not universal truth. Third, 
the coherence theory of truth fits in with the actual methods of hermeneutic 
interpretations. In in terpreting  literary works, one aims at bu ild ing  a 
coherent interpretation oi the work. In searching for hidden meanings or 
presuppositions one cannot compare the interpretation hypothesis with a 
certain (act oi the text because the hidden meanings and presuppositions 
are not to be seen on the pages. The existence of hidden meanings and 
presuppositions is non-visible.

VVhen one wants to understand the action ot some people, one has to try 
to see the world through their eyes. Even this is not enough because their 
action is situated in some culture and in interpreting individuals one must 
make interpretations oi the cultural ethos of their Society. In interpreting
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tex t o r  o lh e r  social facts o ne  is t ry in g  to  c o n s t ru e  an  in t e r p r e ta t i o n  tha t  
m a k e s  th e  su b jec t  oi in te rp re ta t io n  a m ean in g fu l  totality. In te rp re t in g  social 
fac ts  is w o v e n  in to  th e  i n t e r p r e ta t i o n  o f  c u l tu re .  T h e  i n t e r p r e t e r  is n o t  
c o n c e n t r a t i n g  o n  s e p a r a te  facts b u t  o n  th e  e n t i r e  c u l t u r e .  T h e  id e a  o f  
c o h e re n c e  th eo ry  o f  t r u th  su its  this  en d eav ou r .

Ver i f i ca t ion  o f  i n t e r p r e t a t i o n s

T h ere  are  m an y  k in d s  o f  quali ta t ive research  a n d  even o f  in te rp re t ive  research . 
F o r  in s tan ce  Miles an d  H u b e r m a n  (1 9 9 4 ,  7) list m o re  th a n  tw e n ty  types  of 
qu a l i ta t iv e  research . T here fo re  it is n o t  poss ib le  to deal w i th  the  t r u th  of 
q u a l i ta t ive  research  in its to tali ty  b u t  w ith  the p ro b le m s  o f  t r u th  in so m e  
ce r ta in  k in d  o f  qua li ta t ive  research .

In th is  article 1 deal w ith  tw o  k in d s  of in te rp re ta t io n :  th e  in te rp re ta t io n  
o f  th e  r e a s o n s  for a c t i o n  a n d  o f  l ived  e x p e r i e n c e s .  In  b o t h  ca se s  th e  
in t e rp re ta t i o n  is ha sed  o n  narra tives .  T h e  p eo p le  in v es t ig a ted  are  te l i ing  
s to r ie s  a b o u t  the i r  a c t ion s  or lived e x p e r ien ces  a nd  the  in te rv ie w e r  h as  to 
m ak e  in te rp re ta t io n s  b ased  on these  stories .

It m ay  be  th a t  the  re se a rch e r  o b se rve rs  an d  in te rv iew s  a te a c h e r  an d  tr ies 
to find  o u t  w h a t  it is like to  be a teacher.  T his  q u e s t io n  is an  on to lo g ica l  on e  
b ec au se  it a sks  a b o u t  the  way o f  b e in g  of teachers .  In th is  k in d  o f  research  
o n e  p o ss ib i l i ty  is to  ba se  th e  r e s e a rc h  on  p h e n o m e n o l o g y  a n d  b a se  the  
ana ly s is  o n  th e  e x p e r ie n c e s  o f  te ac h e rs .  N a rra t iv e s  a re  n e e d e d  to reveal 
th ese  e x p er ien ces .

A n o th e r  poss ib il i ty  is to  ask  w h a t  ideas o f  te ac h in g  g u id e  the  ac t ion  o f  
teachers .  In th is  case the  r e se a rch e r  is in te res ted  in the  re a s o n s  for action . 
A cc o rd in g  to B ru ner  (1 9 8 5 ,  100) narra t ive  is c o n c e rn e d  vvith the  exp lica t io n  
of h u m a n  in te n t io n s  in the  c o n te x t  of action . T h ere fo re  n a r ra t iv e  su i ts  the  
analys is  o f  the  reasons  for ac tion .

I n t e r p r e t i n g  t h e  r e a s o n s  f o r  a c t i o n

in in te rp re t in g  the  ac t ion  of so m e  p e o p le  the  re sea rch e r  m a y  try to find the 
reasons  for th e i r  action . T hese  reaso ns  are n e e d e d  to m a k e  the  p rev iou s ly  
o d d  ac tion  seem  m ean ing fu l .  lf  the  in te rp re te r  k n o w s  w h a t  th e  a g en t  a im ed  
at vvith his action an d  w hy  he considered  that airn valuable, the  in terpre ter  can 
un d ers tan d  the action of the agent.  In short, one is m ak ing  in terpre ta tions of 
peoples  in ten tions and  beliefs in o rd e r  to un d e rs tan d  their  action. (Carlgren 
&r Lindblad 1991, 5009; N esp o r  1987, 323; Noel 1993, 142.)
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Action has a twofold narrative structure. Action gets its m eaning partly trom  
the in ten tions and  in te rp re ta lions of the agent. Also the in te rp re ta tio n  or 
identiiication oi action is tied to a narrative understanding of action. As von 
W right (1971, 115) pu ts it: the behaviors intentionality is its place in a Story
about the agent."

U nderstanding and explanation of action are tied together. Reasons contribute 
causally to action and therefore the intentional explanation oi action can be 
seen as one type of causal explanation. O n the o ther hand knovdedge of the 
reasons for action m akes it possible to understand  the action, e.g. to see its 
point and to re-identify it.

The agents conceptions of the reasons for his action may som etim es be 
m isguided. Therefore to see the agents point of view may help to understand  
the action from his position but it does not necessarily give a valid explanation 
oi the action, in these cases the interpretation is one sided and it needs correction. 
Still, in som e sense, these k ind of invalid explanations give soine understanding  
oi the action studied. O ne can see w hat the agent consideres his action to be 
like.

Giving a correct intentional explanation  of action does not guarantee its 
understanding. The interpreter may lack acquaintance of the culture the per­
son studied  is living in and therefore the interpreter is unable to see the cultural 
point oi the reasons for action (see Martin 1976, 162-165).

A correct understanding  of an action is linkecl to a causal role of the reasons. 
As Bhaskar (1979, 1 15) writes:

lt is only if X does A because of R that we are justified in citing Ras the reason for A . 
And there would seem to be no way of explicating the ‘because’ save in terms of 
causality. For unless the reason was, in context, a necessary condition for the 
physical movement that actually occurred ... then ... the particular reason explanation 
given must appear as totally arbitrary. Like a good fairy-tale it may soothe and 
satisfy the listener, but it cannot explain. If and whenever they explain, then, rea­
sons must be interpreted as causes, on päin of ceasing to explain at ali. (Bhaskar 
1979 , 115.)

According to agent causalism the reasons as m ental States do not per se cause 
the action but the agent is this cause. The reasons causally contribute to action 
because they have a part in the control of action (see Vollmer 1995, 184). This 
contro l is partly  conscious and  partly unconscious.

It is possible that the sam e action can be explained  in d ifferent ways. We 
h u m an s are ind iv iduals capable of conscious contro l of o u r  action , ho lders 
of social m yths, rep ro d u ce rs  of social processes and  an im als w ith various 
an im a l in s tin c ts . A n e x p la n a tio n  o f a c tio n  m ay refer to  any  of th ese
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phenom ena .  Therefore the reasons explanation  is only one possible kind 
of  e x p la n a t io n s .  In so m e  cases  these  o th e r  k in d  of  e x p la n a t io n s  are 
e x p la n a t io n s  lor  h av in g  ce r ta in  rea sons  lor ac t ion  and  the re fo re  they  
com plem ent to reasons explanations. Sometimes they are rival explanations 
th a t  aim at m a k in g  reasons  e x p la n a t io n s  unnecessary .  Even if we are 
convinced of the correctness of the reasons explanation  it is alvvays possible 
that there are o the r  or better  explanations to be sough t after. That is why 
the correctness or  validity oi a reasons explanation  is relative to this Special 
p e r s p e c t iv e  o r  l a n g u a g e  g a m e .  T h e r e f o r e  it is p r e s u p p o s e d  in my 
argum enta t ion  that reasons explanation is a valid type of explanation even 
if it is only one possible way to explain the action investigated.

The reasons for action do not constitute a uniform case. There are different 
k inds of action and different k inds of reasons lor action. Besides deliberated 
action w ith  conscious reasons there is routine action. In the cases of routine 
action, the action  m ay have been deliberated first bu t  gradually becom e 
routine. A no ther  possibility is that the action has never been deliberated. 
In any case the reasons for action are tied into the control of action by the 
agent The agent (consciously or  unconsciously)  aims at som eth ing  and 
alters (consciously or  unconsciously) his action according to the changing 
situation to attain the goal. The control of action p resupposes vvhat Searle 
(1992 ,175-1  79) calls the “b ac k g ro u n d ” of action. This background  includes, 
e.g. habits that are au tom atica lly  realized in action. For exam ple , w hen  
walking into a restaurant,  we do not have to w o n d e r  how to stay upright 
while walking. It succeeds automatically.

In this way the reasons for action are tied to a conscious and unconscious 
control of action and  background  capacities. This ho lds also for nonphysical 
action. Even if there are m any kinds of action and many kinds oi reasons 
for action the agent alvvays Controls his action somchovv.

As Phillips (1997 , 1 0 1 -1 0 6 )  States, there is a difference betvveen narratives 
as causal accounts  of action and narratives as justification for action. Here 
it is easy to see what the real reasons lor action are. They are the in tentions 
and beliefs involved in the guidance of action. Narratives of action catch 
these real reasons if they cite beliefs and in ten tions that have this causal 
role in action.

Here the co rresp o n d en ce  theory  oi tru th  is vvell founded because the 
t ru th  oi i n t e r p r e t a t i o n  can  be d e f in e d  as the  c o r r e s p o n d e n c e  of  an 
interpretation and the real reasons lor action.
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I n TERPRETING T HE  L1VED EXPERIENCES

The aim of phenom enology is to investigate lived experience. This presupposes 
that one m ust transform lived experience into a textual expression. Because 
lived experience seems to have a linguistic s tructure one can speak of h u m a n  
experience as a kind of text. Because of this textuality of experience principles 
o f  p h e n o m e n o lo g y  a n d  h e r m e n e u t i c s  are usefu l in the s tu d y  of lived 
experience. H ermeneutics is needed to com plete phenom enology  because 
hermeneutics is the interpretive study of expressions and objectifications of 
lived experience. The aim is to determine the meaning em bodied  in these 
expressions and objectifications. (Van Manen 1990, 38-39).

Lived experience is o u r  immediate, pre-reflective consciousness oi life. 
We are involved immediately and  naturally in our  daily activities. We are 
conscious oi ourselves, o u r  action, and o ur  environm ent but in a non-reflective 
manner. This consciousness is implicit, non-them atic  and  non-reflective and 
consists in the simple presence of vvhat we are cloing. This means that we are 
not conscious of our  consciousness. Lived experience can never be grasped 
in its immediate manifestation bu t only reflectively as past presence. (Van 
Manen 1990, 36-38).

Phenomenological research has a twofold character. It is a preoccupation 
with both  the concrete as well as the essential nature oi a lived experience. 
T h e re fo re  p h e n o m e n o lo g y  asks  w h a t  is the  n a tu re  of p h e n o m e n a  as 
m ean ingfu lly  ex p e r ien ced  and  w hat is the n a tu re  ot a specific k ind  of 
experience. The aim is to tind com m on  features oi our  lived experience.

Even il lived experience is inherently temporal or even proto-narrational, 
the structure of self-conscious expressions of this experience is not necessarily 
the same as the structure of lived experience. There are many ways in vvhich 
narrative conceptualiza tion  and retelling can transform  and  d is tort  lived 
experience. This does not mean that individuals’ accounts oi their experiences 
must necessarily distort those experiences. (Sass 1998, 432).

According to A tkinson (1997, 327) it is a mistake to suppose  that the 
personal private aspec ts  oi expe r ience  can be rende red  visible th ro u g h  
dialogue. Narratives are no less conventional than any other form of data. 
Experiences are constituted th rough  conventional acts of narrating. For this 
reason we are deceiving ourselves if we believe that narratives of experience 
bring us into direct encounter  with the original experience (Churchill 2000, 
54).

The data for phenomenological analysis should  be descriptions and not 
explanations of experiences. Often this does not happen  but the data are a 
mixture of descriptions and explanations. Sartre calls this second mode of
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reflection impure reflcction. These acts of reflection are m otivated by a fundam ental 
passion to escape the responsibility of Ireedom. VVe seek to ground our am bigious 
and superfluous acts by m eans of reflective acts that posit plausible explanations 
for o u r conduct. (Churchill 2000, 49).

Purifying reflection discloses the way that experience is lived originally. 
A ccording to C hurchill (2000 , 51) one never engages d irectly  in purifying 
reflection w ithout having to move through im pure reflection. It is the task of 
researchers to see the illusory and self-deceiving nature of these reflections.

S tories consist of events, characters, and settings arranged  in tem poral 
sequence that im ply causality and signilicance (Carter 1993, 6). Therefore stories 
m ust be purified from  caitsal explanations to make the purifying reflection 
possible. Van M anen (1990, 63) considers protocol w riting as one means to 
obtain data for phenom enological analysis. In this w riting one m ust avoid as 
m u c h  as p o ss ib le  c a u sa l e x p la n a tio n s ,  g e n e ra liz a t io n s , an d  a b s tra c t 
interpretations. The au tho r should  clescribe the experience, as it was, describe 
specific events as how  they were felt. These are features that do not make up  a 
good Story in themselves.

Churchill (2000, 54) thinks som ew hat different about the use of narrative in 
phenom enological research. He goes on to argue that reflective consciousness 
is not separate from the consciousness reflected on. Therefore the deceptions 
in the sub jec ts  account are indicative of the very na tu re  of the particu lar 
experience. If the subject is trying to escape from her responsibility and find 
excuses for her action, the in terpreter has to analyse w hat this tells about the 
experience reflected on.

Here it seems evident that the correspondence theory of tru th  succeeds in 
defining what the tru th  of an interpretation means. There is a reality of lived 
experience that interpretations can be com pared with.

T r u th  o f  in ter pr eta tio n s

Theories of tru th  cannot be verified. Therefore, these theories cannot prove 
anything about narrative research. In spite of this they are needed to support 
narrative research. They are like stories that give m eaning to the eflorts of 
researchers (See Koski 1996, 13). These stories can teli vvhy it is not necessary 
to reach for absolute verification, o r why there is disagreement am ong researchers. 
Anolher reason for their im portance is that they make it possible to ask different 
kinds of questions about the results of narrative research. Not ali theories of 
truth make it m eaningful to ask, e.g., w hether there is a valid consensus in a 
research com m unity.
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It is impossible to prove that the co rrespondence  theory of t ru lh  is true. 
This theory is a philosophical theory  and  therefore the question of its t ru th  
is no t meaningful. The more fruitful ques tion  is w hat m eaning this theory  
has for research activities. I th ink  that a transcendenta l a rgum ent is sound : 
the co rrespondence theory oi tru th  is p resupposed  in the many activities of 
researchers w ho use narrative methodology. (See Bhaskar 1979, 7.)

Now one can see vvhy the idea of the correspondence  oi theories  and 
reality  is still accu ra te .  O n e  a im  of sc ience ,  even  of  h e r m e n e u t i c s  or 
phenomenology, is to m ake correct s ta tem ents  or interpretat ions ot reality. 
This aim makes the co rrespondence  theory of tru th  useful.

The co rrespondence  theory of tru th  is im portan t in narrative research 
b ec au se  it m a k es  it poss ib le  to ask w h ic h  of  the c o m p e t in g  c o h e r e n t  
i n t e r p r e t a t i o n s  is t ru e  o r  w h e t h e r  th e  a g r e e m e n t  of the  v a l id i ty  of 
in terpre tat ions is a sound  one. It also makes it possible to w onder  w h e th e r  
a useful in terpretation is a true one. (See Lincoln Sr Denzin 1994, 580.)

The im portance of the co rrespondence  theory  ot tru th  is tiecl to the  aim 
of interpretation. It vve w ant to find out the real reasons for action (e.g. the 
reasons that causally contribu te  to action) or the real lived experiences, we 
are su p p o s in g  the co r re sp o n d e n ce  theory  of tru th .  The co r re sp o n d e n ce  
theory of t ru th  does not necessarily State anyth ing  about a possibility oi the 
actual com parison  of in terpretat ions and reality. In this sense it is possible 
to sta te  the  im p o r ta n ce  of  the c o r re s p o n d e n c e  theory  ot t r u th  lor the 
u nders tand ing  of the concept of tru th  or of tru thfu l interpretation. Despite 
this one may be forced to depend  for example on  the coherence theory  of 
t ru th  in the actual evaluation of interpretations.

The coherence, co rrespondence  and consensus  theories of t ru th  do not 
necessarily conflict with each other. The co rrespondence  theory  States vvhat 
the tru th  on interpretat ion  means, and  the coherence theory of t ru th  States 
how  the tru thfu lness  of in te rp re ta t ions  can be evaluated. The consensus  
theory of tru th  stresses the im portance oi the research com m unity  in the 
actual verification oi interpretations.

W h e n  we ask vvhat the real reasons for action are, vve m ust assume the 
co rrespondence theory of truth. Nevertheless, this question is not the only 
possible one. 11 vve ask hovv tar the agents  reasons lor his action are rational,  
vve are forced into a dialogue that concem s our ovvn ideals and presuppositions,  
too. This dialogue p resupposes the coherence theory  oi tru th  because vve 
have to m ain ta in  a co h e ren t  vvorld-vievv to be able to defend  o u r  ovvn 
position.

If the aim of research is to make reflection and em ancipation  possible in 
the com m unity  s tudied , vve are trying to help people to tind a better vvay of 
living. Here an instrumental theory of tru th  is supposed. Those interpre tat ions

100



tha t  n iake a cleepened se l f -u n d e rs tan d in g  or  d em ocracy  in c o m m u n i ty  
possible  are useful for the developm ent of the community. If o ur  aim is just 
to listen to the stories people are te l l ingabou t  their action and to unders tand  
these stories, we are engaged in a dialogue trying to bu ild  up  a coherent 
u n d e r s ta n d in g .

My argum ents  conflict with those of some other au thors  w ho  write about 
h e rm e n eu tics  and narrative. Doyle (1997, 96) and  McEvan (1995, 178— 
180) write about a gadam erian  view of educational research that does not 
aim at objective explanation  of teaching bu t at edification. If we w ant to 
un d e rs ta n d  the practices of teaching we have to be able to speak the language 
of practice. The practit ioners can give account of their  actions by relating 
them  to som e goals and their interpretations. The m eanings implicit in the 
actions of individual teachers are em bedded  in the co m m on  m eanings of 
the g ro u p .  The a im  of e d u c a t io n a l  research  is to go b ey o n d  the sei f - 
unders tand ings  of teachers, to challenge them and  to change them. This is 
not possible from an outsider-position. The researcher has to get access to 
the stories of teachers involved in practice.

In telling stories about teaching we are doing more than simply recording how 
practices arise, vve are also potentially altering them. By finding a new language to 
taik about the practices of teaching -  a new language that can, moreover, become 
a part of the practice itself -  we are adding to the history of the practice and 
participating, for better or worse, in its evolution. Research on teaching, then, in 
so far as it tells stories about teaching, is inevitably oriented toward changing 
how teachers think and act because it contributes to changes in the languages 
that constitute teachers’ practices. (McEvan 1995, 181)

The idea of  chang ing  teachers ’ u n d e rs ta n d in g  of their  w ork  is no t new. 
Traditionally  the aim of educa t iona l  research has been to find the laws 
covering learning and  teaching. Knowledge of these laws helps teachers to 
develop their  unders tand ings  and  to change their practice. W ha t  McEwan 
suggests is tha t as researchers  we sh o u ld  he in terested  in the teachers ’ 
narratives that give m eaning  to their practices and to engage into a narrative 
dialogue with them. In this dialogue researchers can deepen their understanding 
of teaching and without it is not possible to understand teaching and to change 
teachers’ u n d ers tand ing  of their  work.

This is clearly dilferent from w hat I have been suggesting. My argum ents  
concern  the research that is interested in know ing  what the real reasons for 
action or real experiences of people are.

Elsewhere in this book, H u ttunen  and Kakkori vvrite that au lobiography 
is not a copy of som eth ing  but a process creating and changing ourselves.
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That is why a herm eneutica l concept of t ru th  suits narrative research. This, 
too, is different to my arguments.

It seems that a th ird  person view is p resupposed  in my argum entation .  
VVe are interested in the narratives oi o thers  and  try to find out w hat these 
narratives reveal of their action and  lived experiences. H u ttunen  and  Kakkori 
have a first person  view. We are interested in o u r  ow n lives and  sellhood.

Another  p resupposi t ion  oi mine is that we are seeking som e th ing  beh ind  
the narratives -  the real reasons for action or the real lived experiences. lt 
seems that H u ttu n e n  and  Kakkori p re suppose  a different view oi reality. 
Narrative itself is the reality to investigate.

lt seems that there are different ques tions of  narrative and tru th  in our  
articles. W ha t 1 w an t to suggest is that in narrative research there are questions 
that make the co r resp o n d en ce  theory  of t ru th  im portan t .  This does not 
mean that every k ind  of narrative research presupposes  this theory.

In the two cases 1 have been vvriting about it is quite easy to show  that the 
idea of the co rrespondence  theory of tru th  is sound . Still there are cases of 
n a r r a t iv e  r e s e a r c h  th a t  are rnore  c o m p l i c a t e d .  F or  in s t a n c e ,  in the  
investigation of teachers’ op in ions  on  the im portance  of schooling we are 
dealing w ith  a them e that is too obvious for serious thought,  1 think. The 
whole  profession of teach ing  p re su p p o se s  b o th  a social an d  individual 
im portance of schooling. For this reasons teachers  do not usually th ink  
abou t  it. YVhen forced to meet this ques t ion  teachers begin to cons true  
though ts  that have never been in their mind. In different m om en ts  they teli 
different stories that are equally true for them.

In this case the idea of the co rrespondence  theory of tru th  may be saved 
if we are satisfied with a minimal m om entary  correspondence. In this mornent 
teachers’ beliefs are what they are bu t in the next mornent they may be quite 
different. Here we shou ld  rem e m b er  w hat H u ttu n e n  and  Kakkori write 
about au tobiography  as a process in which we are both  creating and changing 
ourselves. Indeed there are subjective real it ies that are ongoing  processes 
and are being created th rough  personal narratives. Still, I believe, a third 
person view m akes  the co rre sp o n d e n ce  theory  of tru th  necessary. li we 
want to teli a true Story of the narratives oi others,  we have to ask if ou r  
stories m atch their  narratives.
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Leena K akkori

MASTERS OF THE TRUTH
N i e t z s c h e ä  a n d  F o u c a u l t ' s

C O N C E P T  O F  TH E  T R U T H  IN L lG H T  O F NA RRATIVE

Thats me in the comer, thats me in the spotlight loosing my religion 
Trying to keep  up  w ith  you and  I d o n ' t  k n o w  if 1 can do  it 
O h  n o  I ’ v e s a i d  to o  m u c h .  I h a v e n ’ t s a id  e n o u g h . . .

Every whisper of very vvaking hour Im  choosing my confessions 
Trying to keep an eye on you. Like a hurtlost  and blinded fool 

Oh no T said too m u c h ...

arralive research is currently being done in a vvider range of fields than ever.
Researchcrs have begun to realise the benefits of narrative research, but at the 

sam e ti me the problem s of research have becom e increasingly apparent. O ne problem  
is the question of the tru th  in the research. In the follovving article I vvill cxpose this 
problem , first in the light of Friedrich Nietzsche s philosophy and then with the help 
oi Michel Foucault s concept of confession.

For Nietzsche, the vvill to povver means vvillingto evetythm gthat enhances, maintains, 
and preserves lile. The extremity of the vvilling is the vvilling of vvill, vvhich aims at the 
preservation of life. In this all-com prehensive circle of vvilling evcn God dies, and 
only super-hum an are able to stancl it. The terni “super-hum an” does not m ean 
super-hero, b u t a hum an  being after God s death. God no longer rules law and 
morality, no r is God the ground of the lavv and the foundation of morality. The 
hum an being m ust take his place and make h is ovvn mies and morals. History is one 
thing that preserves and enhances life, not Scientific history, but, rather, a history that 
more closely resembles stories and narratives oi lile.

R.E.M.
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Nietzsche's them es of the will to povver and G o d s  death are close to F oucau lts  
genealogy of history. He has referred himsell as “N ietzschean”. For Foucault, 
the subject is the creation of povver and povver relations. The confession is one 
of the constructions of this povver that forms the hum an subject. Foucault says 
that the hum an being is a confessing animal. The hum an being betters himsell 
by confessing and telling stories and  narratives about himself, or, in other vvords, 
creates his ovvn autobiography. The first and best-knovvn m em ber of this tradition 
is Aurelius A ugustinus, Saint Augustine. He vvrote his confession to G od and 
his fellovv m an cluring the years 397-400. VVhen vve confess, the confession 
m ust be right and true, as this is the central aspect of the nature of the confession. 
A confession is not a confession if it is not true. O ne of Foucault's main argum ents 
is that the povver relation defines bo th  vvhat is right and true as vvell as vvhat a 
true conlession is. There is no essence oi the hum an  being, vvhich can be 
found by analysing and  researching the h um an  being and  her confessions. 
Confessions construct the hum an  being. The stories told in confessions are the 
tru th . The tru th  is no longer tim eless and  stable, the absolute tru th , but is 
historical and dynam ic, and can be even less significant: “There are very many 
indifferent tru ths” (Nietzsche 1980, 33).

N ie t z s c h e  a n d  H istory  as N arrative

N ietzsche's rem arks about history are very valuable, w hen vve consider them  in 
the light oi narrative research. If vve replace N ietzsches vvord “h istory” vvith 
narrative or autobiography, find vve very sharp  and productive critique, vvhich 
narrative research needs. In N ietzsches thinking, the drive to attain the tru th  is 
merely an expresion ot the vvill to povver. The vvriting oi history, and especially 
the vvriting ot autobiography, are no exceptions.

Fo rge t t ing  as  the beg inn ing  of r e m e m b e r i n g

Friedrich N ietzsche begins his book  O n  the  A d v a n t a g e  ant i  D is a d v a n ta g e  of 
H is tory  (1874) vvith a description oi a feeling that has tortured him  olten. Fle 
hates history and believes that vve are ali sullering Iroin a consum ptive historical 
lever. In spite oi his hatred oi history, N ietzsche does adm it that it is certainly a 
necessary part oi hum an life. We require it for life and action, not for the sm ug 
avoidance oi life and  action. For N ietzsche, the avoidance oi tu rn ing  avvay 
trom life represents die negative aspects of history as lever and disease. (Nietz­
sche 1980, 7 -8 .)  N ietzsche s goal in his essay is to show  the way to a liberating 
use of h istory  (Ruin 1994,1 15).
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Animals live happily because they have no memory -  in other words, 
they live un-historically, sim ilarly to children (Nietzsche 1980, 8 -9 ) ' But 
for children the happiness is brief, because as soon as they learn the past 
tense, their happiness ends.

And yet the child s play must be disturbed: only too soon will it he called out of 
its forgetfulness. Then it comes to understand the phrase “it vvas” , that password 
w ith which struggle, suffering and boredom approach man to remind him what 
his existence basically is B a never to be completed imperlect tense. (Nietzsche
1980.9.)

Children learn to forget and remember. The remembering and forgetting 
belong together, although in a dilfcrent order than we usually tend to th ink. 
Forgetting is just as necessary for human as sleeping. l f  we were to remember 
everything and d id not posses the power of forgetting at ali, vve would 
freeze.

Nietzsche's vievv is that we must find the borderline at which the past 
must be forgotten if  il is not to become the gravedigger of the present. This 
is not an easy task to carry out: “Only from the standpoint oi the highest 
strength oi the present may you interpret the past" (Nietzsche 1980, 37). 
The narrative as a research ohjeet can be considered in this light. When 
somebody tells about her past, she is engaging in the act of remembering. 
The researcher, o f course, wants true narratives, although she does not 
want narrative that includes everything that has happened. The researcher 
m ight ask someone, for example, How did you become a teacher? One 
possibility is that the interviewee \v ill begin by te liing of her b irth  and 
continue to provide a m inute by m inute account o f the events in her life 
leading up to the point at vvhich she begins telling the Story and begins to 
teli how she begun to teli her story. These kinds of people hardly dare in 
the end to lift a finger, as endless repetition completely covers the present 
and makes it impossible to live this moment unhistorically.

With the smallest as w ith the greatest happiness, henvever, there is ahvays one 
thing which makes it happiness: being able to lorget or, to express it in more 
learned fashion, the capacity to live u n h i s t o r i c a l l y  while it endures. (Nietzsche
1980.9.)

As the endless repetition covers the present, it also covers the truth, and so 
we must lorget something. The truth oi the narrative does not mean that 
everything that has happened has been told. The truth is what we remember, 
what is uncovered.
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H istorica l  a n d  su pe rh is tor ica l  m e n

A ccord ing  to N ietzsche,  the u n h is to r ic a l  and  the h is to rical are equa lly  
necessary for men. Nietzsche descrihes two k inds of näen: historical men 
and  superhis torical men. Both types of men vvould say “n o ” to the ques tion  
oi vvhether they vvould like to live the last ten years over again, a l though  for 
different reasons. “The historical m e n  believe that ever more light is shed 
on the m eaning of existence in the course of its process” (Nietzsche 1980, 
13). They constantly  look backvvards lor the sole purpose  of u n d e rs ta n d in g  
the present. They really do not care about the past, because the presen t is 
alvvays better than  the past. We m ight refer to these m e n  as the “Hegelian 
few”.

For G. VV. F Hegel, history is the process oi the spirit, and  its goal is the 
a t ta inm ent of absolute spirit and  the absolute knovvledge. The spirit is the 
concept oi ali hu m a n  needs and  ideas, cultures  and Sciences. The Hegelian 
concept of history is continuously  developing and  processing. O u r  present 
is a p roduct of the past and it is better than previous times. This can be 
seen, for example, in Hegel s theory of the phenom eno logy  of spirit. The 
spirit develops in dilferent stages to the absolute , and  the tree highest stages 
are art, religion and  philosophy. And this deve lopm ent is historical in nature. 
At ancient art perfectly illustrates the spirit in the lorm of concrete  matter. 
But vvhen the spirit develops and surpasses itself, art can no longer externalise 
the spirit. It sh im m ers  (scheinen) th rough  the vvork oi art, trough the matter. 
“Spirit transcends  art in o rd e r  to gain a h ighe r  rep resen ta t ion  of  itself” 
(Hegel 1977, 426). Religion is the next step in this developm ent.  The highest 
lorm of religion, Christianity, is still unable to fulfil the deve lopm ent oi the 
spirit in a single image oi a crucified Jesus. Philosophy is the last stage in 
the d e v e lo p m e n t  of the spirit,  in vvhich ali materia l aspec ts  have been 
dialectically su rpassed  (Aufhebung). Nietzsche m ake 's  fun oi Hegel and  
vvrites: “so, that for Hegel the apex and  te rm inus  of vvorld history coincide 
in his ovvn Berlin Existence. He should  even have said that ali things after 
h im  are properly to be only a musical coda oi the vvorld-historical rondo; 
more properly yet, to be r e d u n d a n t” (Nietzsche 1980, 47). For Nietzsche, 
history and the vvriting of history is one m ode oi the vvill to povver.

S uperh is to r ica l  m en  vvould also ansvver “n o ”, a l th o u g h  this  tinäe for 
different reasons. He does not see healing or salvation in the process, and 
he sees vvorld as com plete  and  achieving its end  at every single moment. 
Superhistorical m en m ight say: “VVhat could ten new years teach that the 
past ten vvere incapable ot teaching!”(Nietzsche 1980, 13.) They consider 
the past and  the presen t as tan tam o u n t ,  one and  the same. The present 
does not bring  any th ing  new to the und ers ta n d in g  oi the past and the past
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does  not help  us to unclerstancl the present.  W h e n  superh is torica l  men 
cons ider  history, they will slovvly feel aversion and  becom e bored  because 
they  lind n o th ing  new.

The t h r ee  t y p e s  o f  h i s t o r y / n a r r a t i v e

A his to ry  conceived of as pure science is viewed by Nietzsche as impossibility, 
b ecause  it w o u ld  he a k ind  of final reckoning  for humanity . H istory  is 
useful (Nietzsche 's vvords are som eth ing  like “hea lthy” and “fruitful”) only 
if it is ruled by soine h igher power, and this higher  pow er  is the purpose  of 
life (Nietzsche 1980, 23). History wi 11 never be able to and shou ld  never be 
able to becom e pure science, like, for example, m athem atics .  History is 
indispensable to the hu m a n  in three different vvays, ali of which correspond  
with  N ietzsche 's  three aspects of history: 1. History belongs to the realm of 
h u m a n  deeds, which co rresponds  to a m onum enta l  history. This glorifies 
the heroes  and  feats of the past.  2. History belongs to the realm of the 
h u m a n  efforts to preserve and  admire, which corresponds  to an antiquarian  
history. This piously preserves every possible aspects of the past. 3. History 
belongs to the realm of h u m a n  suffering and liberation, which corresponds  
to critical history. This aspect passes critical judgm ent on the past in order  
to carve ou t new  possibilities for the future. (Nietzsche 1980, 14, see also 
Ruin 1994, 115.)

My thesis is that it is useful and  fruitful to consider  the autobiographical 
narrative in light oi these two Nietzschean historical men and the three 
aforem entioned aspects of history. These two historical men do not want to 
re-live their  lives. They are what they are. This kind of s tarting point is 
necessary in narrative research. Superhistorical men teli history and proclaim 
afterwards: “1 am what I was already in the beginning of the Story”. N othing 
new h appens  u n d e r  the sky. In the view ot historical men, they have learnt 
a lot d u r ing  their lives and do not want give it ali away by going back in 
time.

Every h um an ,  w he the r  he is historical, superhistorical or som eth ing  else, 
needs h istory and  uses a certain knowledge oi the past, som etim es as a 
m onum en ta l  history, som etim es as an antiquarian history, and sometim es 
as a critical history. History belongs to the living h um an ,  to his goals and 
needs, and accord ing  to Nietzsche, w ithout history he is merely learned 
(Nietzsche 1980, 14-15).  In autobiographical research it is impossible to 
ask the question: “Is the narrative true?” There is a p reconcept ion  that men 
teli true stories about their lives. It would he too insulting to ask: “Is your 
story t rue?” This is so, because b e h in d  this q u es t ion  could  lie an o th e r  
question: “Has your life really been so incredible?” This ques tion  would

109



obviously be extremely insulting  to som eone  w ho  has just confessed her 
m ost painful o r  dearest experience.  In my view, every serious narra t ive  
researcher ques tions the honesty  ot the narratives at some point d u r in g  the 
research process (as life tends  to be m ore com plex  and am azing than  vve 
can even imagine). And w hat h appens  if the stories are not true? T here  is 
no unam biguous  answer to this question, bu t  it is not catastrophe. In narrative 
research it is m u c h  more im p o r ta n t  to c o n s id e r  the k ind  of t ru th  in a 
narrative, and  the atisvver is that the t ru th  is historical and is b o u n d  in time 
an d  space.

In narrative and  biographical research, the ohjeet oi the research is the 
narrative, and the tru th  is w hat the narrative tells us. The tru th  of narrative 
research is not how the narrative co rresponds  to reality, because reality is 
the narrative. And this narrative can be monumental, antiquarian or critical 
in nature. The great stories of Western history are the m onum en ta l  narratives. 
For e x a m p le ,  The  F re n c h  R e v o lu t io n  o r  th e  life of J u l i u s  C e sa r  are 
m onum enta l narratives. They are narratives, that more closely resemble statues 
than  stories. They have the ir  ow n specific time and  place in o u r  h istory 
and  in our  minds.

The antiquarian  narrative serves the purpose  of preserving, categorizing, 
classifying and cataloguing. In terpreta tion and valuation elo not belong  to 
the antiquarian  narrative, as it a t tem pts  to teli everything “just as it is”. In 
the an tiquarian  narrative everything is arranged as in a library, following an 
o rder  of som eth ing  that is quite  indifferent to content.  In libraries, books  
can be arranged according to the lirst letter oi the a u th o rs  name. A good 
example of an antiquarian  narrative is the Encyclopaedia Britannica. It is 
not only a single narrative, bu t it is also thousand  of narratives, w h ich  are 
placed one alter the o ther  only accord ing  to the lirst letter oi the nam e ot 
the th ing  in question. The Encyclopaedia Britannica tells us about things, 
m en  and  h a p p e n in g s  in th is  order ,  because  it a im s at im partia l i ty  and  
objectivity. II som eth ing  is valuable enough  to be proven and  inc luded  in 
this great dictionary, it does not require any o ther  means of categorization 
and will be played according to the lirst letter of its name or title. It can  be 
said that in the a n t iq u a r ia n  narrative the  o rd e r  oi the occ u rre n ces  and  
things are more im portan t than  their  content.

The critical narrative is the most unstab le  form oi narrative and because 
of this it is difficult to find a good  exam ple  oi a critical narrative. The 
m onum enta l  narrative is stable and  says hovv the things vvere. The antiquarian  
narrative is like a catalogue from which  where you can pick u p  vvhatever 
you want.  The critical narrative has a des tructive element.  As N ietzsche 
says:
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He m u s t  have the s trength , and use it from tiine to time, to shatter and  dissolve 
so m e th in g  to enable h im  to live: this he achieves by  dragging it [the past] to the 
b a r  of judgement, interrogating it meticulously and finally condem ning it? (Nietz­
sche  1 9 8 0 ,2 1 . )

F o u c a u l t  s w ay of w ri t in g  h is to ry  is very closely related  to  the  critical narra tive  
o r  h is tory , as vvill b e c o m e  clear below. T he  cri tical na rra t iv e  looks  at th ing s  
t r o m  a d if feren t po in t  oi v iew  an d  from a n e w  p e rspec tive .  It d o es  n o t  teli 
h o w  th e  th in g s  s h o u ld  have  b een  o r  hovv th e y  s h o u ld  be in fu tu re .  N o  
e v id e n c e  of a t r ad i t ion a l  m ora l  s t a te m e n t  can  be fo u n d  in e i th e r  N ie tz sc h e s  
o f  F o u c a u l t s  p h i lo so p h y .  N ie tz sche  is, in h is o w n  w o rd s ,  “b e y o n d  goo d  
a n d  ev il” an d  F o u c au l t  d e sc r ib es  th ing s  an d  h a p p e n in g s  tha t  w e c o n d e m n  
m orally ,  n o t  h im .

Too m u c h  h i s tory  is tao b a d  l ikewise  too m u c h  n a r r a t i v e

T h e re  is an in h e r e n t  d a n g e r  in history. In live w ays, the  age of the  surfe it  of 
h is to ry  seem s to N ie tz sche  to be  hostile  an d  d a n g e ro u s  to life. T hese  w ays 
are: 1. It ( the  surfeit of h is to ry )  p r o d u c e s  a c o n t r a d ic t io n  betvveen in n e r  
a n d  o u te r ,  a n d  in th is  w ay  the  p e rso n a l i ty  is w e a k e n e d .  2. It m a k e s  u p  
fan tas ies  tha t  it p ossesses  the  rares t  v ir tue ,  jus tice  (h in d s ig h t ) .  3. It k eep s  
b o th  the  in d iv id u a l  an d  to tali ty  Irom d e v e lo p in g  to  maturity .  4. T he  belief  
in th e  o ld  age o f  h u m a n i ty  is e m b e d d e d  -  the be l ie f  tha t  w e are  m ere ly  
ep ig o n e s .  5. T h e  age of the  surfeit  of h is to ry  h a s  a m o o d  o f  i rony  a b o u t  
itself, a n d  w h a t  is even  tuore  d a n g e ro u s  is tha t  it b e c o m e s  cynical. Ali oi 
these  factors  c r ipp le  an d  d e s t ro y  forces of life, a n d  th e  o u tc o m e  is m o d e r n  
m a n ,  w h o  suffers  from a w e a k e n e d  personality .  (N ie tz sc h e  1980 , 28 ,  see 
also N ie tzsche  1968 ,  4 0 - 4 4 . )

T h is  is a ra th e r  pess im is t ic  i l lu s tra t ion  of m o d e r n  m an . T h e  vvorld has 
b een  d iv id e d  in to  the  in n e r  rea lm  an d  the  o u te r  rea lm , m y  narra tive  agains t  
the  w h o le  World. M o d e rn  m a n  believes  th a t  he can  on ly  u n d e r s ta n d  w hat 
has  b e e n  h a p p e n e d  after the  fact, w h ic h  is w h y  he is no t  h is o w n  master. 
He th i n k s  th a t  he  is w h a t  he is b e c a u se  of the  pas t ,  n o t  b e c a u se  o f  the  
p resen t .  T his  h in d s ig h t  m a k e s  h im  cynica l,  and  p e r h a p s  m o d e r n  m a n  m igh t  
th in k  to him self: N o w  1 know, vvhy 1 d id  n o t  k n o w  earlier, a m  I s tu p id?

T here  is an  an t id o te  to th is  surfeit o f  history, or, in o u r  case, the  surfeit  of  
a n a r r a t iv e  o r  a u to b io g ra p h y .  H is to ry  is n o t  th e  o n ly  g rea t  Story o f  the  
c leve lopm ent o f  h u m a n k in d .  T h e  narra tive  in au to b io g ra p h ic a l  research  is 
n o t  th e  on ly  c o m p re h e n s iv e  Story of s o m e o n e s  life from b ir th  to the  p resen t.  
F or  N ie tzsche ,  the  value  of h is to ry  is:



... to describe with insight a knovvn, perhapscomm on theme, aeveryday melody, to 
elevate it, raise to a comprehensive symbol and so let a whole world of depth oi 
meaning, power and beauty be guessed in it. (Nietzsche 1980, 36.)

This definition is a good definition of an autobiographical narrative. Objectivity 
is necessary in order to locate this daily melody. This objectivity does not refer 
to the definition by w hich we are used to understanding  it w hen discussing 
science. It is not the im partial relationship betw een scientist and research subject. 
Objectivity is the fire of em otion, the character, the loving im m ersion in the 
em pirical data, and the artistic and Creative ability. Nietzsche w ants history to 
transform  itself into a w ork  oi art lt w ould then be possible to say “vivo, ergo 
cogito” (1 live, thus I think) instead of “cogito, ergo sum  (1 think, thus 1 am )”. 
(N ietzsche 1980, 61) Art is a m aintain ing and stim ulating  lactor of lite. In 
N ietzsches view, vvithout art the h um an  canno t endure the endless will to 
power. Il history can becom e transform ed into art, can it also arouse new  kinds 
of life supporting  forces. H istoriography as art does not fill the requirem ents of 
Scientific determ ination . In fact, to m odel historical research after Scientific 
m ies is possible for a lairly long period, but in the end it is im possible and  even 
fatal.

Art has no m ethod. Art does not have same dem ands and determ ination of 
tru th  as science. We can even say that it possesses a different kind of tru th  than 
science, in vvhich the correspondence tru th  has ruled since Descartes. Art and 
religion are antidotes to history as science.

F o u c a u l t  a n d  c o n f e s s in g  a n im a l

Michael Foucault is very actual am ong the researchers, w ho m ake narrative 
research. He has developed ow n style of \vriting history, just like Nietzsche. 
The style is against the traditional history w riting and he m akes no normative 
claim s.2 He does not say how  the things should he, instead he w ants to uncover 
the nature of man and  the nature of the social system s. And I argue, that 
Foucault s writings belong par excellence to the Nietzschean critical history.

Star t  o v e r  a n d  teli the truth

According to Michael Foucault, reality is produced through the m echanism s 
of power. Foucault writes: “Truth is a thing oi this World: it is produced only 
by v irtue of m ultiple torm s of constrain t. A nd it induces regular effects of 
povver.” (Foucault 1986, 131.)



F o u c a u l t s  vvritings belong  to the realm o( crit ical history. F o u c a u l t s  
b o o k s  like Ma d n e s s  a n d  C i v i l i z a t i o n :  a h i s t o r y  o f  i n s a n i t y  in t h e  a g e  o f  
r e a s o n ,  T h e  H i s t o r y  o f  S c x u a l i t v  and  D i s c i p l i n e  a n d  P u n i s h :  t he  b i r t h  o f  
t he  p r i s o n  are no t typical Scientific h is tory  books .  Foucault  focuses his 
a t ten t io n  on the ques tion  of how  pow er  relations shape individuals .  He 
does  not question  vvhy men do vvhat they do, and he considers individual 
iden ti t ies  to be form ed th ro u g h  povver relations. Individuals canno t  be 
d e te rm in e d  and unders tood  vvithout taking into consideration  the povver 
rela tions that shape them. Similarly to his teacher, Louis Althusser, F o u ­
cault claims that an individual is an imaginary particle of the ideological 
represen ta tion  of Society.

The individual is no doubt the fictitious atom of an “ideological” representation 
oi society; but he is also a reality fabricated by this specific technology of 
povver that 1 have called discipline (...) In laet, povver produces; it produces 
reality; it produces domains of objects and rituals of truth. The individual and 
the knovvledge that may be gained from him belong to this production.” (Fou­
cault 1992, 194; See also Foucault 1980, 60.)

C o n j e s s i o n  a n d  t ru th

An area in vvhich the p ro d u c t io n  of tru th  (and its rituals)  vvorks quite  
explicitly is that of sexuality. An im m ense appara tus  for the p roduction  of 
t ru th  regard ing  sexuality has been  created. “... the t ru th  of sex becam e 
som eth ing  fundam ental ,  useful,  o r  dangerous, precious of formidable: in 
short,  that sex vvas constituted as a problem  of t r u th ” (Foucault 1980, 56). 
A cc o rd in g  to F oucau l t ,  the re  have been  tvvo great p ro c e d u re s  for the 
p roduction  of the tru th  of sex in vvorld history. O n  the one hand , there are 
certain societies (China, Japan, 1 neliä, Rotue, the Arabo-M oslem societies) 
vvhich have developed various forms of the so-called “ars erotica” erotic art 
It is a (orin oi esoteric knovvledge that aims at satisfaction evaluated in term s 
of its intensity, its specific qualities,  ils d u ra t io n  and  its reverbera tions  
th roughou t the body  and soul. Only  masters and thcir s tudents  have access 
to this kind of knovvledge. II a person succcsslully learns this masterful art, 
he or she m ust possess “an absolute mastery of the body, a singular bliss, 
obliviousness to time and limits, the elixir of life, the exile of death and its 
threats” (Foucault 1980, 58).

Foucault c laims that o u r  m odern  civilisation possesses no ars  er o t i ca ,  
but that vve instead practise sc i e n t i a  s e x ua l i s .  Over the centuries we have 
developed procedures  for telling the tru th  of sex. The developm ent of this 
p rocedure  has formed a kind of knovvledge-povver, vvhich is opposite  to



the system in w hich  the master reveals the secrets of the ars erotica to novices. 
Scientia sexualis is a means of controlling sexuality, person s sexnal identities. 
VVhat Foucault has in m in d  here is the W estern idea of contession:

The truthful conlession was inscribed at the heart of the procedures  of 
individualization by power (...) The confession became one of the Wests most 
highly valued techniques for producing truth. We have since become a singular 
confessing Society. The confession has spread its effects lar and wide. lt plays a 
part in justice, medicine, education, family relation, and love relations, in the 
most ordinary alfairs of everyday life, and in the most solemn rites; one confesses 
ones crimes, ones sins, ones thoughts and desires, ones illnesses and troubles; 
one goes about telling, with the greatest precision, vvhatever is most dillicult to 
teli. One confesses in public and in private, to one’s parents, ones educators, 
ones doctor, to those one loves; one admits to oneself, in pleasure and in päin, 
things it would be impossible to teli to anyone else, the things people write 
books about. (Foucault 1980, 59.)

1 confess in order  to fincl ou t  the tru th  about myself (in this case the tru th  
of my sexuality) and  in o rd e r  to m odify  my personality  in the m a n n e r  
requ ired  by the h eg em on ic  d iscourse  (by hegem on ic  d iscourse  of sex). 
F inding out the t ru th  about myself is actually the precise m o m e n t  of the 
p r o d u c t i o n  of th e  t r u t h  oi m yse lf .  VV ithout h e g e m o n i c  d i s c o u r s e  
(paradigm atic  discourse, ideology, vvorld view etc.), I could  no t p roduce  
the tru th  about myself and my sexual orientation. M echanisms of pow er  
are with  me from the beginning, from the m o m e n t  that 1 discover or p roduce  
my selfhood.

The confess ing  a n i m a l  a n d  f r e e d o m

O ne oi the most w ell-know n and  apprecia ted  confession was made by St. 
A u g u s t in e ,  w ri t te n  in 3 9 7 - 4 0 0  in the fo rm  of an a u to b io g r a p h y  (St. 
A ugus t ine  1970). It can  be sa id  tha t St. A ugus t ine  ac tua lly  b eg a n  the 
developm ent of the Nietzschean m odern  man. There is an inheren t p rob lem  
in A ugustines  book. He has a com pulsive need to confess, but to w h o m  is 
he conlessing? First he vvrites that he is confessing to God. But later on  in 
the text he realises that ever th o u g h  he is confessing to God, it is not a 
genuine confession. God is almighty, the lord of time, and  know s everything 
that has hap p e n ed  and  will happen ; he is the suprem e being. How can St. 
Augustine confess anyth tng  that the God does not already knovv about his 
life? St. Augustine cont inues his confession and  explains, that he cont inues 
to confess in order  to praise God, but that at the satne time he is confessing
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to  h im se l f ,  h is  c o u n t r y m e n  a n d  h is  fr iends. He h a s  the  n ced  to  d o  this. 
F o u c au l t  e n c a p s u la te d  th is  need  b y  say in g  thai “W e s te rn  m a n  has  b e c o m e  a 
co n fe s s in g  a n im a l .” (F o u c a u l t  1980 ,  59 .)

T h e  n e e d  to  p rac t ice  c o n fe s s io n  is a n c h o r e d  so  d e e p ly  in u s  th a t  w e 
c a n n o t  v iew  it as be in g  cau se d  by p o w e r  and  p o w er  relations. O n  the  contrary, 
we feel th a t  the  t r u th  as co n fess io n  is an  a t t e m p t  to a t ta in  f r eed o m  from  the 
d e p th  o f  o u r  soul.  W e th in k  tha t  t r u th  an d  freed om  b e lo n g  to g e th e r  a nd  
th a t  povver r e d u c e s  u s  to s i lence. T h ese  t rad i t io na l  th e m e s  in p h i lo so p h y  
h av e  to  b e  o v e r t u r n e d ,  b e c a u s e  th e  t r u th  is n o t  b y  n a tu r e  free, b u t  its 
p r o d u c t io n  is im b u e d  w i th  re la t io ns  of pow er. (F o u cau l t  1980, 5 9 - 6 0 )  

F o u c a u l t  p re s e n ts  an  exarnp le  of this:

And th in k  oi that obscure  partisan (...) W h o  had conie to rejoin the Serbian 
resistance deep  in the m o u n ta in s  [in the 11 w orld  w a r ] ; his superiors asked h im  
to vvrite his life Story; and w hen he brought them a few miserable pages, scribbled 
in the night, they did not look at them  but only said to h im , Stan over, and teli 
the t r u th ’. Shou ld  those m uch-d iscu ssed  language taboos m ake us forget this 
millennial yoke of confession?” (Foucau lt  1980, 60.)

W e ra t io n a l is e  th is  a b s u r d  e x a rn p le  by  r e a s o n in g  th a t  w i th  th e  h e lp  of 
c o n fe s s io n  it is p o ss ib le  to d e c ip h e r  b e tw e e n  a sp y  a n d  a t ru e  p a r t isan .  
H ow ever,  the  q u e s t io n  here  is o n e  oi p o w e r  a n d  the  m a k in g  of a p a r t isa n  
th r o u g h  h is  life Story as a ( ideo log ica l)  sub jec t .  W e can  on ly  im ag ine  the 
anx ie ty  of th e  p a r t isan  c a n d id a te  in a s i tu a t io n  su ch  as th is, w h ic h  vvould 
have b een  co m p le te ly  fo re ign  to h im . Novvadays w e are able  to recogn ise  
th e  povver a s p e c t  o f  c o n f e s s io n  a n d  w e  a re  ab le  to  p lay  th e  g a m e s  o f  
confession . I have  a pe rso na l  ex p e r ie n c e  related  to th is  k in d  oi con fess ion -  
game:

I vvas at the  en tra n c e  ex a m in a t io n  to  the  A cad em y  of K indergar ten  T eaching 
an d  o ne  part  of the  e x a m in a t io n  vvas an intervievv w ith  a psycho log is t .  Ali 
of the  c a n d id a t e s  w e re  i n f o r m e d  b e f o r e h a n d  th a t  th e  in terv ievv vvould 
inc lude  tvvo c a n d id a te s  a n d  o n e  psych o log is t ,  and  that  the  top ic  o fd i s c u s s io n  
vvould be th e  q u es t io n :  “W h y  d o  I vvant to  be a k in d e r g a r t e n  t e a c h e r? ” 
Based on  the  in fo rm a t io n  1 h a d  rece ived p r io r  to the  intervievv, 1 vvas qu ite  
su rp r is ed  vvhen vve vvere sea ted  a r o u n d  the  tahle an d  the p sycho log is t  said 
to us: “Teli m e  a b o u t  the  crises  o f  y o u r  life.” T h e  o th e r  c a n d id a te  ta lk e d  
a b o u t  h e r  p a r e n t s ’ d ivorce ,  a b o u t  a bo y fr ien d  vvho h a d  a d r in k in g  p ro b le m  
an d  a b o u t  e x p e r i e n c in g  feelings o f  lo n e l iness  follovving th e  d e a th  o f  h e r  
cat,  an d  so on .  W h e n  it vvas m y  tu r n  1 said that it vvas e n o u g h  oi a crisis for 
m e to be t r y in g  to  gain  a sp o t  at the  Academy. T his  vvas n o t  e n o u g h  for the 
psychologist .  He asked: “H a v e n ’t y o u  h ad  any  o th e r  crises?” T h en  1 in v en ted
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something about being jealous of my brother, who was about to get married, 
because I d id not even have a boyfriend. A iter this the psychologist asked: 
“ But haven t you had any major crises?” 1 answered: “YVhat on earth do you 
mean by crises? Aren’t there enough crises in norrnal everyday life?” Aftervvard 
I was accepted into The Academy w ith  my fabricated Story. 1 feel, that if 1 
had told “honest” confession from my heart, 1 vvould not have been accepted. 
YVill the healthy and well balanced person teli the most significant things 
o f her life to the totally strange person? YVhat the psychologist want? YVhat 
happened in that exam ination? Was it the honest d iscussion or pure 
Foucaultian play of power and who was in charge?

Is my story true? Did everything happen just hovv I said it did? l f  I were 
now to ask the psychologist and my fellovv candidate what happened during 
the intervievv, their stories would certainly differ Irom mine. There vvould 
be three different stories, ali o f vvhich could be true. YVhat, then, is the 
truth? lf  we th ink  that truth is the exact representation o f a situation and 
that we have the potential to achieve it, then, according to Nietzsche, we 
are suftering Irom an “historical fever” . And the answer would be: NO, it is 
not a true Story. But if  we th ink that my story uncovers something about 
essence of modern man as a confessing animal, then we can say that the 
tru th  does occur in my story. My story is true. But d id it happen...? Really?

CONCLUSION

The question of the tru th  is topical in narrative research. Nietzsche and 
Foucault do not provide us w ith  a simple ansvver to the problem. They do. 
hovvever, provide us w ith  the tools w ith  vvhich vve can approach the problem 
oi truth. In narrative research it is necessary to realize hovv vve regard the 
past of our ovvn histories. Are vve Nietzschean historical or superhistorical 
men il vve say “no” to the past, or can vve adopt an unhistorical attitude and 
learn something from the past? And vvhat are the inherent dangers of the 
surfeit o f narrative (research)? Narrative research and confessions from our 
past are not the only solution to the problems oi the present. And they do 
not alvvays teli the true story, because they can make us forget the most 
important maxim: m c m c n t o  vivere -  remember, that you must live.

1 1 6



N o t e s

] We m ust not take t h is Nietzsches statement loo rigorously, because our 
history of philosophy has the long tradition to understand animals and children 
this way. For example Immanuel Kant has a term maturity (Miindigkeit), for 
those men who are under  morat law. It is soine kind of romantic few of 
children and animals, according to witch they are innocent and live in the 
natural State.

2 In the interviews of Foucault can be found very sharp moral statements, but 
from his book he only describe how the things are.
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L o o k i n g  t h r o u g h  s t o r ie s





The articles in this section show how 1 ile stories can be used to promote 
growth into teacherhood and humanity. Hannu Heikkinens paper Tclling  
s to r ie s  in te a c h e r  e d u c a t io n  could be decribed a pedagogical autobiography or 
an autoethnographic report of action research, where the writer reflects on 
his experiences of the development and use of the narrative approach. 
VVhile working with students, Heikkinen wrote, at their request, his own 
autobiography to share his experiences with the group he was tutoring. In 
his paper, he discusses the relationship between narrative work and therapy 
and describes his development of the narrative approach tovvards portfolio 
work in co-operation w'ith clifferent groups.

The next article L o o k in g  a t  y o u r s e l f  in a b r o k e n  m i r r o r  is another piece of 
experimental writing; a trialogue. Here the reader is able to share the 
discussion of two students and their teacher educator about the pow?er of 
the stories. The starting-point of the story is the beginning of teacher 
education, w7hich has some points of contact with the writer’s personal 
experiences. Based on these experiences, the w'riter has produced two 
different stories: one of a loser and the other of a survivor, vvhich are 
commented on by the other participants in the discussion. At the end, the 
narrative process of constructing identity is considered with reference to 
Bruner and Ricoeur.

In the last article of section 3, M e a n i n g o f  a u to b io g ra p h ic a l  w r i t in g  as a w a y  of  
c o n s t r u c t in g  t e a c h e r / r e s e a r c h e r  i d e n t i t y , teacher and researcher Heli Meriläinen 
tells about the construction of her own autobiography by means of producing 
and a pictorial portfolio. The paper is a duograph, in which Heli, having 
started her doctoral Studies, communicates with her supervisor Leena about 
the significance of vvriting for her work. Both have been writing a diary, 
and in their student -  supervisor relationship, they also began to share in 
vvriting events of their everyday life and experiences of their research work. 
VVriting is not simply a process of describing things, but something takes 
place at the same time. VVriting alone requires a strong commitment, and 
sharing ones Story niay help. No voice is ever produced in a vacuum, but 
in relation to others and the environment. The duograph focuses on the 
intersections of stories, the different voices oi a mother, a woman and a 
researcher as well as their conllicts.
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H a n n u  L. T. H e i k k i n e n

TELLING STORIES IN 
TEACHER EDUCATION

A  NARRATIVE-BIOGRAPHICAL VIEW OF PORTFOLIO WORK

"Perhaps I have learnt som e teaching skills and obtained a lot of useful inform ation  about 
teaching and learning. But w hat we have not paid m uch a tten tio n  to is the question  why. 
W hat is school? W hat is it for?” -  My final teaching practice report in teacher education, 
spring 1985.

P e DAGOGICAL AUTOBIOGRAPHY -  A METHOD?

In this article, I will explain how  1 becam e involvcd in using autobiographical 
vvriting as a m cthod oi teacher education. This Story of telling and w riting 

stories is a Story in itsell - this is my narrative of how  I becam e a narrative 
teacher educator. You could probably call it a kind of pedagogical autobiography.

A pedagogical autobiography? A m ethod? VVhy not? This may be the way 
m ethods are invented: som e people construe texts in their ow n ways, more or 
less systematically, more or less rationally, based on either the paradigm atic vvay 
of knovving, which refers to logical argum entation, o r on the narrative vvay of 
producing  knovvledge, w hich refers to the process of com posing em plotted 
stories out of events and m em ories (Bruner 1986; see also my first article in this 
book).

The pedagogical autobiography -  as I call this -  is a natural m ethod for any 
teacher to report about their professional developm ent. Possibly, this is w hat 
teachers have ahvays done, more or less systematically, m ore or less rationally.

These stories could also be regarded as reports  o f action  research. As a 
n u m b er oi w riters have po in ted  out, action research  repo rts  do not need to
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follow the format and rhetoric of academic writing. Action researchers are 
recommended to include more personal and narrative writing styles and 
forms of Innovation in their reporting. Clarke, Dudley, Edwards, Rowland, 
Ryan &r W inter (1993) suggest that mixing together different ways of 
innovation is typical of action researchers. New ideas are generated through 
many kinds of experiences and practices, e.g. through conversations with 
people, listening to the radio or watching the TV, reading books or even  (!) 
research reports.

According to Kemmts (1995, 5), action research is open-m inded  about w hat 
counts as data or evidence . Lately, writing autobiographies has been recommended 
as an elegant and purposeful method in reporting action research: ul vvould 
argue that a more povverful way of thinking about action research is to construe 
the activity as really a piece of teacher autobiography. And if this be true, then 
action researchers shoulcl be including more personal context, larger chunks 
of autobiography, in their research statements” (Smith 1994, 301). In general, 
reporting through narratives seems to become a mutual interest. According to 
Denzin and Lincoln (1994, 2) , it “involves the studied use and collection of a 
variety of empirical materials - case study, personal experience, introspective, 
life story, interview, observational, historical, interactional and visual texts - 
that describe routine and problematic moments and meanings in individuals’ 
lives”.

My doctoral dissertation, which 1 defended in January 2001 (Heikkinen 
2001), was also a com bination  of different kinds of texts, inc luding  
internationally published academic articles, memory work, short stories, 
and fictional dialogues. My approach has probably been quite close to that 
launched by Carolyn Ellis and Arthur Bocher (2000) under the banner oi 
autoethnography. But the personal narrative vvriting style is not the only 
method I have used in my work. Rather 1 combine many kinds oi writing 
styles and methods, and this particular paper is not an exception.

Another key feature in my work is that I olten ask my stuclents to join me 
as co-w riters . Kemmis and McTaggart have defined ac tion  research 
characteristicly  collaborative and partic ipatory  in nature  (Kemmis &r 
McTaggart 1988, 22-25; also Kemmis 1995, 5.)Writing together with my 
students is olten the way I do my action research, and this particular paper 
is not an exception in that sense, either. The voice in my texts is not only 
mine -  although l must admit that mine is probably the most audible -  but 
there is a polyphorty of voices. Perhaps my voice is being echoed in the 
students voices and the other way round. I have often wondered where il 
ali starts from.

My interest in the au tob iograph ica l approach  arose from my own 
experiences ot teacher education in the early 80s. In my teacher education,
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as it seemed to me, the ends had been replaced by the means. The questions 
vvhy and w h a t  f o r  had been replaced by the question h o w .  The main focus 
was on effective teaching behaviour. For me, that kind of teacher education 
was an epitome of the consequences of instrumental reason: the  s p r e a d  o f  
f o r m a l  m e a n s / e n d s  r a t i o n a l i t y  (McCarthy 1984, xix). I suffered from this 
kind of "rationality without reason”. 1 thought we should have been more 
interested in the philosophical questions of being and becoming teachers 
and persons, such as the social conditions arouncl us, who we really were, 
where we belonged to and what vve worked for -  what values or what kind 
of rationality did we serve in our teaching work?

Hocvever, we engaged in serious discussion in small peer groups in our 
leisure time. Those discussions with my friends were of vital importance 
for my development as a teacher. I still appreciate them as the most significant 
learning experiences during my teacher education. They gave me a vision 
for the future, a soul for my profession. But, paradoxically, ali that took 
place outside the official curriculum.

H 0 W  DID I BECOME MYSELF?

As 1 started my work as a supervisor of teaching practice, 1 had the idea of 
sharing autobiographies as part of the dialogue between the student teacher 
and the supervisor. This idea was originally quite instinctive, but an impetus 
\vas given by the national Finnish radio channel R a d i o m a f i a .  In the series 
“H o w  d i d  I b e c o m e  m y s e l f ” ( M i t e n  m i n u s t a  t u l i  m i n ä ? ) ,  the broadcaster  
intervievved a great number of artists, athletes, etc. They went deep below 
the surface by sketching famous people as h u m an  beings ra ther than 
celebrities, portraying their childhood and youth. 1 thought that teliing 
ones own story would be useful lor everybody, including student teachers.

Thus, I made student teachers \vrite short autobiographies litled “H o w  
di d  I b e c o m e  m y s e l f ”. I guided the students with a list of questions, but I 
gave them a free hand to decide how and how much to write. The narratives 
served as a starting point for reflection and dialogue betvveen the student 
teachers and myself as their supervisor. The experiences were promising. 
The narratives helped us to pay more attention to thinking instead of focusing 
on teaching behaviour in the classroom. Thus, it led us into profound 
reflections about achieving an identity as a teacher.

-  Why don’t you write your autobiography yourself, shc asked.
We had been discussing about her visions of becoming a teacher for an hour 
on the basis of her autobiography. She had been reflecting on her li (e from
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many perspectives, and I had mainly listened.
- Weil, 1 have, a kind of autobiography, 1 responded.
- Why don’t you share it with us? she asked. - You speak about education as 
dialogue, but 1 think this vvork with autobiographies has been rather one-sided 
thus far. We share our lives with you, but you do n ’t.
-1 think 1 do, 1 replied. -1 mean these discussions. But you think 1 should share 
my vvritten autobiography with you..?
- Yes, I think so, she said. -  Why not? That would be more like real dialogue.

1 d ec ided  to follovv this s tu d e n t  te a c h e rs  idea. 1 vvrote a 8-shee t sho r t  
au tob iography  titled in the same way as my s tu d e n ts ’ essays: “Hovv d id  I 
becom e m y se lj”. And that vvorked. For me, vvriting my ow n au tobiography  
was an im portan t  journey into myself. This experience made me even more 
conv inced  that it is useful tor any teacher  to rellect on  h im -  or  hersell 
th rough  writing an autobiography. And for any teacher educator, as vvell.

1 started  to share au tobiographical texts reciprocally with the s tuden ts  1 
was superv is ing  in teach ing  practice. But the pow er  oi au tob iograph ica l  
vvriting also surprised  me in an unexpected  way. The vvriting of o n e s  life 
story seemed to launch psychic processes in the s tuden ts ,  vvhich were ra the r  
difficult to me to hänelle. Especially the follovving text made me reconsider  
w hat 1 vvas doing:

Written down, everything seems to become irrevocably true. (...) My need to 
understand or discover my background is tremendous, so as not to continue 
the chain of disasters. It may be that the war some decades ago brought about 
the alcoholism of my grandparents, which possibiy caused traumas to my 
parents, vvho, possibiy for that reason, drifted into an unhappy marriage, which 
possibiy caused stress on us, their children, vvhich possibiy... Seems bad. F m 
rapidly becoming embittered and cynical. F m ready for anything that could 
save me from acquiring that kind of atlitude. Thats why 1 am happy to write 
this.

This autob iography  vvas vvritten in a way that real ly made me w onder  w hether  
I was going too lar. In her  text, the s tuden t  wrote very profoundly  of  her 
ch i ldhood , dealing with the problem atic  relationships betvveen her parents 
and  their  children ,  who vvere to rm en ted  by c o n t in u o u s  m ental violence, 
which had led to her sisters d ru g  abuse, etc.

Reading the au to b iog raphy  an d  ta lk ing vvith the s tu d e n t  im m ediate ly  
after having reacl the text vvas a m oving  and m em orable as vvell as unexpected  
experience.  The process vvith this particu lar  s tu d e n t  was ra ther  harcl to 
carry  th ro u g h ,  bu t  the o u tc o m e  was u ltim ately  satisfactory. 1 felt 1 had  
succeeded in help ing her  to reach a k ind of balance with her  life history.

126



Some fee lingof continuity, some coherence in her life. Afterwards, 1 though t 
this  was one of my most im portan t  experiences of success.

A ccord ing  to most of my students ,  this kind of reflection on personal 
an d  professional grovvth vvas very useful, bu t  on the o ther  hand , ali this 
in trospection  caused me serious problem s concern ing  my role as a teacher 
educa to r .  O u r  confiden tia l  d iscuss ions  easily tu rn e d  into som e kind of 
therapy  sessions, and  1 felt 1 vvas definitcly not a therapist. As I described 
this experience in a research seminar, one oi die supervisors vvas very sceptical 
abou t my approach. She suggested I shou ld  be m ore cautious about that 
k ind  of "therapy” because I had no expertise in n:

- You are not a psychotherapist and therefore you should not start any mental 
processes like that. And teacher education is actually not therapy. You should 
distinguish the two from each other.

I felt somevvhat confused about this advice. Later, as 1 discussed with Adra 
Cole and  Gary Knovvles of my d ilem m a of bec o m in g  a quas i- therap is t  
instead of a teacher educator,  they ansvvered simply that therapeutic  aspects 
are alvvays presen t in reflective teacher education .  Therefore, we cannot 
accurately d iscriminate betvveen die perspective of professional and personal 
grovvth and that of therapy. T h roughou t  the course of h u m a n  history, people 
have been telling their life stories, vvhich has helped  them  to unders tand  
themselves and their vvorld. Psychology as a practice, on the contrary, only 
evolved tvvo h u n d re d  years ago. VVhy shou ld  we leave the right to use 
au tobiographies  to psychologists only?

Anyway, at that time, 1 vvas not able to th ink  like that. Follovving the 
advice of my supervisor, 1 becam e more cautious, in order  to avoid becom ing  
a quasi-psychotherapist.  1 thought perhaps the best vvay for autobiographical 
reflection vvould be to arrange  g roup  meetings ra the r  ihan  confidentia l 
d iscussions betvveen myself and the s tu d e n t  teacher. That vvould be the 
next step: tu rn ing  the autobiographical approach  into group  meetings.

T h e  p o w e r  o f  t h e  g r o u p

An im portant contr ibu tion  to my th ink ing  vvas m ade by S tephen Kemmis 
(1995), vvho suggested m em ory  vvork as a m ethod  of action research. This 
m ethodology seem ed to lit vvell with my vievv of teacher education, and it 
offered me a m odel (or dealing  vvith autobiographical m em ories th rough  
group  vvork. Thus, 1 started recruit ing volunteers for a m em ory group. The 
group vvas offered as an optional one-credit course to the s tuden ts  u n d e r
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the them es of m em ory  w ork  and  reflection. In March 1996, a g roup  of six 
voluntary 3rd-year  s tuden ts  enrolled.

In the group  sessions, every 'c a se ” was allocated two hours. The sessions 
were p lanned  to last for about iour hours,  and  two autob iographies  were 
discussed in each session. After some general and informal d iscussion at 
the  b e g in n in g ,  th e  firsi case of  the  day d e l iv e re d  h is  o r  h e r  vvritten 
a u t o b i o g r a p h y  for th e  o th e r s  to read .  E v e r y b o d y  rea d  s i l e n t ly  a n d  
s im ultaneously  while having a cup  of tea. Then, the case h im /herse lf  had  
the floor - a possibility to Comment u p o n  etther the writing process or  the 
au tob iography  itsell or whatever. Then  we had som e general d iscussion ,  
olten  drifting from one topic to another, w ith  people frequently reflecting 
on their ow n experiences com pared  to those that had just been  dealt w tth 
th rough  the narrative.

The experiences I had vvith the vo lun tary  g roup  oi m em ory  w orkers  led 
to yet ano ther  application. The next step oi my autobiographical w ork  was 
to apply this app roach  to the “hom e g ro u p s”, vvhich vvere launched  in the 
Teacher Education  D ep a r tm en t  of Jyväskylä University  in 1996. "H om e 
g ro u p ” relers to the idea of safe and conlidential relationships prevailing in 
a perm anen t g roup  of about 16 students. The g roups  are formed at the very 
beginning oi teacher education , and the educational subjects are taught by 
a mentor, called hom e g roup  teacher, who is responsible for teaching most 
oi the conten ts  oi educational Studies for the first s tudy  year.

At the beginning  oi my hom e group  teaching, I con t inued  to share my 
oven au to b io g rap h y  vvith my s tuden ts .  But this  time, I no ticed  tha t  the 
sharing  of my au tob iography  also p roduced  m ixed feelings. Some of the 
s tuden ts  found it somehovv annoying. Therefore, 1 becam e more cau tious 
vvith my personal con tr ibu tion .  I cam e to the conc lus ion  that reciprocal 
sharing of life stories by the s tuden ts  and  the superv isor  perhaps vvorked in 
the context oi supervis ing teaching practice and in the voluntary  g ro u p  of 
m em ory vvorkers, b u t  not this time, as the hom e group  sessions vvere not 
based on voluntariness and personal interests. As the hom e g roups vvere a 
com pulsory  part of teacher education , the situation vvas dilferent. 1 concluded  
that 1 shou ld  step aside vvith my ovvn lite stories and give m ore room to the 
s t u d e n t s ’ a u to b io g r a p h ic a l  vvork. T h u s ,  1 d id  no t sh a re  my vvritten 
au tob iography  vvith the s tuden ts  any more.

S im u l t a n e o u s ly ,  I r e d u c e d  th e  e m p h a s i s  o n  vv r i t ing  c o m p l e t e  
au tob iographies  and  generated alternative vvays oi p resenting  life stories, 
such as vvriting letters, telling memories to each o ther  and dravving pictures 
of some signilicant life experiences or school memories. In this vvay, I started 
to shift from a m odern is t  perspective of vvriting coherent and consistent life 
stories tovvards a more po s tm o d ern  perspective, allovving more alternatives
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and m ulti- layered ways of telling and vvriting of o n es  life. In this book, the 
lollovving article, w ritten  together with my s tuden ts  Christiana A ndem  and 
Paula Vainio, is an example of this kind oi vvriting assignment.

The first narratives in the hom e groups vvere quite  short and they vvere 
presented  only orally. In the very first session in the au tum n ,  the m em bers 
of the group  were asked to in troduce themselves by telling about and shovving 
some object or m em ory  Irom their childhood. The m em ory  could be a toy, 
a p ic ture, etc., vvhich had  been especially im portan t  to them. Everyone had 
som eth ing  to present,  and we thus  developed an autobiographical touch at 
the very beginning. 1 shovved a m em ory  of mine as vvell - it was my fathers 
leather jacket, w h ich  1 still vvear as 1 ride my m otor  bike. In this vvay, we 
cautiously started our  autobiographical process.

Gradually, we vvent on  vvith the narratives. We vvrote reflective letters to 
the o ther  g roup  m em bers  about the motives for becom ing  a teacher. In the 
letters, we also focused u p o n  the events, experiences and people vvho had 
significantly affected our  a t ti tudes towards the idea of becom ing a teacher. 
Then we vvrote reflective letters to each other  about our experiences dur ing  
the first vveeks at the university. During the academic year, we re tu rned  to 
these initial experiences as we read books on education , in o rder  to connect 
the ex p e r iences  vvith the edu c a t io n a l  theories  p resen ted  in the books.  
Moreover, each oi us vvrote a short au tob iography  to be shared vvith the 
g roup  members. The experiences vvere as positive as in the previous m em ory 
vvork g roup  - the autobiographical vvritings and discussions seemed to serve 
the pu rpose  of professional grovvth and achieving a teacher identity. As one 
of the s tuden ts  vvrote:

1 had never before understood hovv you can learn things through discussing 
vvith people. These dilemmas about being a teacher and an educator, they are 
so complex that you have to think about a multitude of aspects at the same 
time. Dealing vvith the complexities of teachercraft, group discussions vvith 
your peers and your tutor open up spheres you might never have discovered 
alone.

By the end of the academic year, vve produced  a tuore com plete life-story. 
The s tudents  vvere asked to outline au tob iographies  vvith the help of the 
m in d  m a p  th a t  h a d  b ee n  u se d  b e fo re  ( a p p e n d i x  1). In th is  vvay, 1 
experim ented vvith a more visual version oi an autobiography. The original 
mind m ap  vvith the ques tions vvas copied in the centre of an A3 sheet, and 
the students  ex tended  the figure by ansvvering the ques tions vvith key vvords 
or short sentences. The m ind  tnaps vvere dealt vvith orally, as the s tudents  
presented them  to each other.
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The autobiographical w ork  gradually tu rned  into a form of portfolio. The 
Basic idea of collecting several autobiographical assignments into a portfolio 
was based on the observation that some assignments or m ethods seemed to 
suit some people but not everyone. Some people became greatly inspired by 
the autobiographical exercises, whereas some others did no t like the w ork  
very m uch. Therefore, 1 gave the students even more freedom to com pose 
their ovvn autobiographical portfolio in iheir ovvn manner.

i collected the dilferent autobiographical exercises into a list, w hich formed 
the frame of the portfolio (appendix  2). In the list, the assignm ents were 
divided into com pulsory and optional assignments. Some of these assignments 
were done together in the group meetings, while some were done as optional 
homework. Besides these, a n u m b e r  ot people designed their ow n assignments, 
and  this resulted in a great variety of very personal portfolios. A portfolio is, 
at its best, a personal product; as personal as your fingerprint.

We often called this tolder “M yselj as a teacher” portfolio, though  some 
people nam ed it more personally. The students used expressions such as ”My 
Way”, "Thats my life”, ”My journey to teacherhood”, etc. The results have 
been very personal from cover to cover - really like fingerprints. Showing 
some examples here would  be nice, but it is rather expensive to print any 
coloured pictures of the works here. Thus, we have published some samples 
in the net at the URL address www.avoin.jyu.fi/pedagogi.

And tha ts  how  life goes on; one th ing  leads to another. My time as a 
doctoral s tudent in the Departm ent of Teacher Education came to an end, 
and 1 was asked to coordinate a new  project of p lanning basic Studies of 
teacher  ed u c a t io n  in the O p e n  University  of Jyväskylä University. The 
autobiographical portfolio became part of the basic Studies of education in 
the O pen  University. Besides, I have given lectures and run w orkshops about 
narrativity and biographical work in teacher education in several universities 
and congresses. Perhaps my Story of telling stories in teacher education has 
affected some teacher educators, w ho have developed and  elaborated the 
m ethods even further.

A PORTFOLIO AS A NARRATIVE IDENT1TY

As I read the literature on portfolios in teacher education, it seemed to me 
that a num ber  of different purposes and goals have been applied to portfolios. 
In the follovving figure, I have illustrated some of the approaches. A portfolio 
can be used either as a collection of merits or, on  the other hand , as a tool for 
learningand self-assessment. Further, the focus may be on achievinga personal 
and  professional identity.
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Table 1. Three approaches to portlolios.

P o r tfo lio  a s  a P o r tfo lio  as P o r tfo lio  as
c o lle c t io n  o f se lf-a s se ssm e n t id e n t ity
m e r its and  to o l o f  

le a r n in g
vvork

F o r  w hom ? an  em ployer m yself 
my teacher

myself,
my 'sign ifican t 
o th e rs '

W hy? to give a good to evalua te  my
im pression  of learn ing to construe my
m yself iden tity

B a s ic
q u e s t io n s W hat kind of How have I learn t? Who am  I?

em ployee am  I? How could I lea rn W here do I come
(how qualified) better? from?
W hat have I W hat k ind of W hy do I w an t to
achieved in  my lea rn e r am  I? become a teacher?
vvork? W hat a lte rn a tiv es
W here am I a t my do I have?
best?

The above classilication is naturally simplified - reality is ahvays com plex and 
can never be com prehensively categorized. Yet, the table illustrates different 
views of portfolio w ork. Il is useful to discriminate these functions from each 
other, because the purpose of the portlolio determ ines the actual outcom e. 
Naturally, you can pick up some parts of your previously m ade portfolio for 
sorne o ther purposes. For example, w hen you apply for a job, you can assemble 
a new  portfolio as a collection of mcrits, even though your initial purpose had 
been to produce your portfolio as an identity work. Most often, the features in 
the m iddle co lum n are em phasised in teacher education (e.g. Barton «Sr Col­
lins 1993; Loughran &r Corrigan 1994; YVade <Sr Yarbrough 1996). In my vvork, 
the em phasis is on the right, while the purpose of collecting and presenting 
merits is hardly em phasised at ali.

S t u d e n t s  AS ACTION RESEARCHERS

Through the years, 1 have more or less systematically aspired to evaluate and 
further develop my autobiographical m ethods through action research. 1 have 
collected student feedback and o ther hom e group teachers’ experiences, revised 
the m ethods, leit out som ething unsatisfactory and experim ented with som ething 
new. I have also reported my action research by publishing a num ber of articles 
(e.g. Fleikkinen 1998) and presenting congress papers, a num ber of them  co- 
authored by my students (e.g. H eikkinen et ai. 2000  and  2001).
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Gradually, I have trained student them selves to he action researchers. I 
thought s tuden ts  could  find the voices oi the ir  (ello\v s tuden ts  in their ow n 
research vvork m ore authentically  than  myself. A num ber  of s tuden ts  \vrote 
their sem inar  papers  on  the narrative w ork  they had been do ing  themselves. 
Here, the results of two of the sem inar  projects are stud ied  in more detail. 
The survey by H anna-M aria  H inkkanen  and  Anna-Leena Säde was carried 
out in the a u tu m n  1999, two m on ths  after the first-year s tuden ts  had begun  
their Studies. The data vvere collected with a questionnaire presented  to a 
g roup oi nine s tudents.  At the time of the study, the group had  just linished 
their portfolios and  the experiences were fresh in their minds. The s tudy  
by Aleksi Munter, Antti P yrhönen  and  Tero Vaahto was also m ade in the 
a u tu m n  1999. It concen tra ted  on exam in ing  the experiences of second- 
year s tu d e n ts  in the teacher  ed u c a t io n  p rog ram m e. These s tu d e n ts  had 
finished their portfolios about a year before the data vvere collected. Thus, 
they already had some distance to this identity  vvork process.

Making the narrative portfolio vvas generally considered  an impressive 
experience by the s tudents.  But som e p rob lem s vvere also reported. O ne of 
the biggest prob lem atic  issues at the beg inn ing  of the process vvas the lack 
of m otivation  due  to som e earlier exper iences  of portfolio  vvork. In the 
beginning, therefore, som e s tuden ts  just com ple ted  the portfolio as ano ther  
vvriting assignment. Some s tuden ts  believed that involvement in portfolio 
vvork vvas not going to offer them  any th ing  new.

Starting the process was very difficult. 1 have already done two portfolios 
before this. So my first reaction was something like: oli no, not again. (1 mainly 
thought A FASHION FAD!)

Some of the s tuden ts  felt confused and  frustrated, whereas some were rather 
excited about this kind of work. The biggest question was how m u c h  of 
yoursell to share w ith  people you hardly knew. However, as the process 
went on, accorcling to the conclusions m ade by Hanna-Maria H inkkanen  
and Anna-Leena Säde, even the doubtfu l s tuden ts  started to see the portfolio 
w ork  in a more positive light. Trust in the group began to grow vvhen the 
m em bers  discussed their  personal life stories with each other.

Another p roblem  was to cap tu re  the idea oi the autobiographical portfolio. 
Some of the s tuden ts  found it hard  to begin the task w h en  they had no 
clear image of w hat they vvere supposed  to do.

At first, it was difficult to understand the basic meantng and purpose of the 
portfolio. 1 didtVt seern to comprehend what it really should represent. At some 
stage 1 understood that it could be (especially its lorm and structure) almost
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any th ing .  D uring  the  collection of the ‘research materia]’ I myself s tarted  to 
realise w ha t  it really was that I was doing.

A n o th e r  re levan t issue w as  the  p r o b le m  o f  vvhat to  in c lu d e  in th e  p ort fo lio  
a n d  vvhat to leave o u t .  S om e s t u d e n t s  r e p o r te d  l in d in g  it d i i f icu lt  to  be 
c o m p le te ly  h o n e s t  a n d  s incere ,  i.e. to  reveal s o m e th i n g a b o u t  th e i r  in n e rm o s t  
fe e l ing s ,  a t  th e  b e g i n n i n g ,  vvhen th e  g r o u p  m e m b e r s  vvere stil l a lm o s t  
s t r a n g e rs  to  each o the r :

I d id n ’t include m y  m ost difficult experiences in the portfolio because it vvould 
have been  to o persona!.

T h e  s t u d e n t s  vvere n o t  e n c o u r a g e d  to  reveal too  p e r s o n a l  th in g s  in th e  
g ro u p .  Hovvever, th e y  n o t ic e d  tha t  even  th o u g h  th ey  felt u n c o m fo r ta b le  to 
b r in g  ali the i r  feelings o u t  in the  o p e n ,  th ey  still p ro ce s sed  th ose  feelings 
an d  issues  in th e i r  ovvn m in d s .

O n  the  o ther  h a n d ,  1 dived in to  som e k ind  of a crisis concern ing  mostly  my 
future. W he th e r  to con tinue  a long relationship...  The personal portfolio aroused 
several ideas, vvhich do  not appear  in the portfolio at ali.

VVorking o n  th e  po r t fo l io  gave the  s tu d e n ts  a per lec t  ch an ce  to th in k  a b o u t  
the i r  life, past , p re s e n t  a n d  fu tu re ,  a n d  even  to  q u e s t io n  so m e  of the  cho ice s  
they  h a d  m ad e  d u r i n g  th e i r  lives. Som e of th cm  had  n ev e r  h ad  an  o p p o r tu n i ty  
to d o  th is  k in d  of id en t i ty  vvork before.

The process of m ak in g  it gave m e  time to s top  and th in k  of vvhy 1 have becom e 
vvhat 1 am  novv. I h ad  to go deep  into my m ner  thou gh ts  and feelings. 1 d o n t  
knovv, b u t  1 th ink  it gave me strength  to keep on going tovvards the goals that 1 
have set for my li le.

T he  s t u d e n t s  m o t iv a t io n  to  vvork varied ,  especia lly  in so m e  g ro u p s .  Som e 
p eop le  sp e n t  a lot o f  t im e  o n  the a s s ig n m en t ,  vvhereas so m e  o th e r s  c o m p le te d  
the irs  vvith a r a th e r  lovv profile. T h erefo re ,  the  o u tc o m e s  varied . A lot of the 
vvork vvas re g a rd ed  as v o lu n ta ry  an d  pe rso na l  exerc ises  vvithout su p e rv iso ry  
Control. It vvas u n d e r l in e d  that the vvork vvas d o n e  m ainly  for the  s tu d e n ts  
ovvn p rofessional grovvth, an d  there  vvas little m e n to r  feedback . F o r  so m e  
s tu den ts ,  this  k in d  o f  a u to n o m y  vvas confus ing; it vvas difficult for th e m  at 
first to figure o u t  vvhat vvas expec ted .  It vvas also p rob lem at ic  to knovv vvhether 
o ne  vvas s u p p o s e d  to d o  the  a s s ig n m e n ts  just lor o n ese l f  o r  if they  vvere 
shared  vvith the g ro up .
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Some students also felt the conversations in the group uncomfortable at 
times. Although the process of examining ones inner feelings was considered 
to be very important by some students, the continuous self-reflection caused 
feelings of frustration in some students along the vvay.

The continuous reflecting made me leel awkward. It seemed as il nothing was the 
vvay 1 had thought it vvas, but behind it ali was something unconscious. Maybe 
things were just those difficult issues you did not wish to admit to even yourself. 
So if you hadn’t been forced, you \vouldn’t have even thought about it.

For most of the students, according to the conclusions of the two student 
sem inar papers, the autobiographical portfolio vvas the most vvorthvvhile 
assignment and the greatest accom plishm ent of the first study year. The 
students felt that such autobiographical vvork has major relevance in teacher 
education. Some felt that it vvas the process of compiling the portlolio that 
made them avvare that they vvere studying to be teachers. The narrative practices 
vvere considered a starting point for developing qualities useful for a teacher. 
The most essential thought reflected in the ansvvers vvas that, in order to 
become a good teacher, a realistic and positive self-concept is needed.

I think that vvhen you’re going to become a teacher, one of the most (il not the 
most) important things is to be happy and proud of yourself. You must knovv 
yourself - your strengths, vveaknesses, etc.- and accept yourself as you are.

According to my experience as a narrative teacher educator, 1 have succeeded 
vvith this kind of narrative vvork somevvhat differently in different groups. As 
a conclusion, the ethos of the group seems to be of notable importance. I 
agree vvith Adra Cole and Gary Knovvles (1995, 29), vvho emphasise the need 
to create open, safe and respectful learning environments vvithin small peer 
groups. AU this requires time. As Helen Freidus (1998, 15) has concluded 
in her narrative portfolio practice, it is im p e r a t i v e  t h a t  t im e  a n d  re sources  be  
a l lo c a te d  to the  b u i ld in g  of t ru s t .  The teacher in charge of the home group 
has to devote time to the students, help them to get to knovv each other and 
proceed slovvly from rnore general texts and exercises to increasingly personal 
reflection.

On the vvhole, each student m ust be given the opportunity  to clecide 
vvhat they vvant to do and at vvhat pace. Everyone has the right to decide 
vvhat to share and vvhat not. Autobiographical narrative vvork is a povverful 
instrum ent in teacher education. As vvith any heavy tools, we m ust hänelle 
it vvith care.
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A p p e n d ix  1 . A  m i n d  m a p  c o v e r in g  t h e  d if f e r e n t  \ t e w s  o f  a u t o b io g r a p h ic a l

NARRATIVES IN TEACHER EDUCATION.

1 Incidents and 
experiences? People?

• W hat alternative 
professions 

have I considered?

• Why do I vvant 
to become a teacher?

• What has 
affected my 

desicion?

• How did I 
become a 

person like 
this?

What am 1 like as 
a person /  as a 

teacher?

What are my 
strengths?

• What are my 
weaknesses?

THE BACKGROUND

SELF

THE
FUTURE

\
• What do I 
expect from 

teacher's vvork?

TEACHER
EDUCATION

Hovv have I felt about my 
teacher education?

'Unsatisfactory
experiences? • Good 

experiences?

TEACHER'S
VVORK

\

TEACHING
PRACTICE

• VVhat are the 
most important 

points in 
teacher's work ?

• VVhat do I expect 
from my teaching 

practice?

How do I want to develop 
teacher education?

Hovv do I vvant to 
develop myself?

• Hovv do I vvant to 
develop the school?
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A p p e n d i x  2 .  P o s s i b l e  c o n t e n t s  o f  a n  a u t o b i o g r a p h i c a l  p o r t f o l i o .

1 . COMPULSORY

A. SWOT analysis at the beginning and at the end of the Studies

At the beginning of the teacher education programme, the students make a 
SVVOTanalysis according to own preconceptions. Another SVVOTanalysis is 
made at the end ot the Studies. The objective for everybody is to outline 
their development by making the SWOT twice. It is possible that, after 
soine teaching practice and learning assignments, you may see you strengths, 
weaknesses, opportunities and threats in a dilferent light. As an appendix 
to these tvvo SWOT analyses, write a reflective essay approximately 3 to 6 
pages long, where you consider the reasons that have contributed to your 
changes. In this essay, use quotations of your learning diary.

B. My best accom plishm ents and m ost significant learning experiences

One way to use the portfolio is sell-evaluative collection. In this case, its 
goal is to develop self-evaluation, re f lecliveness  and se l f-naviga t ion ,  to go 
deeper into learning and to diversify the evaluation of learning. Apart 
from evaluating the learning results, the whole learning process should he 
consiclered.

- My best accom plishm ents

One oi the elements of portfolio work is to present ones best achievements. 
This vievvpoint is emphasised vvhen the portfolio is made as a tool of 
meritation. Also, in a professional portfolio, at least tvvo of ones most 
successful accomplishments are presented. Argue your selections: why did 
you choose these particular pieces of vvork?

- Docum entation of the most significant learning experience

In addition to individual assignments in a learning portfolio, the vvhole 
learning process should be consiclered. Decide vvhich learning experiences 
have been the most important during these Studies. The chosen vvork does 
not have to be vvritten or visual. You can also use other materiat produced 
during the Studies, e.g. book abstracts or lecture notes, mind maps, dravvings, 
etc. An important learning experience can be the reading of a book or the
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writing  of an essay, bu t it can also be some experience from your teacher 
train ing  or perhaps a discussion. You may also use your learning diary as 
source material. If you have vvritten about an important learning experience 
in you r  learning diary, you may review it m ore closely in your portfolio. 
The d o c u m e n t  on successful experience can also be a copy of p u p i ls ’ work. 
In this case, rem em ber  the secrecy obligation: you are not entitled to share 
w ith o thers  som eth ing  that may violate som eones  privacy. Therefore, one 
m ust observe strict caution  and discretion.

2 .  A l t e r n a t iv e

Choose a m in im u m  of two of the assignments in troduced  below. Also see 
www.avoin.jyu.li/pedagogi for the w ork  of others and apply the information 
you find w h en  w ork ing  on your ovvn assignments.

A m ap  of character traits based on my nam e

This assignm ent is done  d u r in g  the hom e g roup  sessions. It is a kind of 
w ord  gam e, w h ic h  also leads the s tu d e n ts  to very p ro found  ques tions  
about themselves: W h o  are we? W hat are we like? After d rawing m aps with 
w ords  s tarting with the letters of their name, they reflect on the character 
traits by discussing them  in the group.

A picture of me

A pho tograph ,  a draw ing, a collage, ctc. A story about what the p ic ture is 
about can be attached.

A map of my li le trail

An autobiographical visual m ap  of your life and of some critical decisions 
you have made along the way.

Myself as a child /  a teenager

A drawing, a text or  some o th e r  piece of d ocum ent (or a photocopy  of one) 
from your ch ildhood . Write a story of 2 - 4 pages in w hich  you describe the 
m aking of the docum en t,  and  its significance to your personal grovvth and 
the developm ent of your  identity.
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Study b iography

VVrite a biographical essay of 4 - 10 pages, in w hich  you take a look at the 
significant learn ing  experiences you have had and  yourself  as a learner. 
VVrite about the kind of relationship you have had  to school an d  to your 
teachers. Think about the reasons tor certain feelings you have had at diflerent 
times d u r ing  school. VVhat kind of experiences do you have of your teachers? 
VVhich qualities m ade a teacher “g o o d ” or “b a d ”? VVhy? VVhat k in d  ot a 
teacher do  you want to become? VVhen vvriting about your teachers, do  not 
use their real names. It is also unnecessary  to m en tion  the nam e of your 
school. A general descrip tion  of the school is enough. Also, take a look at 
the learning that has taken place outside school. VVhere, besides school, 
have you learnt som eth ing  significant concern ing  your ow n  life?

An au tobiographical narrative

VVrite a short autobiographical narrative about ”H ow  did I becom e mysell?”. 
Think  about the following questions:

VVhat k ind  of a person am  1?
How did  1 becom e this way?
VVhat are my strengths?
VVhat things are im portan t to me?
You can title y o u r  a u to b io g ra p h y  as you  w ish .  However, follow these 
instructions in your writing:

-  do not use real nam es for people or places
-  do not use your ow n name in the Story, either
-  choose w hat to write and what to leave out,  vvhich things you want to
reveal to o thers and vvhich to keep only to yourself. It is not necessary to
vvrite everything dow n, as some things can be read between the Iines
-  you can also write the text in the 3rd  person, as in the m em ory  work 
m e thod

An interview

D iscuss  w ith  a p e r so n  th a t  is c lose  to you  (e.g. y o u r  m o th e r ,  la ther,  
g randm other ,  grandfather,  bro ther ,  sister, a ch i ld h o o d  friend, etc.) Find 
out w hat things have been characteristic of you ever since your childhood. 
In w hat ways have you changed? Include a d o cu m en t  about the conversation 
in your portfolio.
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W hat is im portan t  lo me?

You can also in t ro d u c e  soine th ings  that are im p o r ta n t  to you in you r  
portfolio. You can present,  for example, music, literature, how  you take 
care of y our  motorcycle or  hovv you view the World. Add some docum en ts  
or sam ples  that teli som eth ing  significant about this topic. YVrite a reflective 
essay oi 2 - 4 pages, in w h ich  you explain the m eaning  of this topic to 
yourself  - how  it started, how  its m eaning  has changed at different times, 
and in what ways you see it becom ing  reality in your lile in the future.
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H a n n u  L. T. H eikk inen ,  C hris t iana  A n d e m  a n d  Paula Vainio

LOOK1NG AT YOURSELF 
IN A BROKEN MIRROR.

A STORY OF TWO STORIES BY THREE STORY-TELLERS.

In this article, w h ich  has been  w ri t ten  in the form of a trialogue, two 
s tu d e n t  teachers  and  the ir  tu to r  discuss narrative practices in teacher 

education . The s tuden t teachers were asked to write tvvo fictional, m utually  
con trad ic tory  stories, loosely based on their life at the very beg inning  of 
their teacher  education . The first Story was to be a pessimistic Story of loss 
and despair, and the second one, based on the same series of events, was to 
be a positive one: a Story o! survival and joy of life. This text tells about 
P a u la 's  e x p e r ie n c e s  of  te l l in g  a n d  vvriting th o se  tvvo s to r ies .  P a u la 's  
s ta te m e n ts  are here  c o m m e n te d  on by h er  close friend and  c lassm ate , 
Christiana, and their  mentor, Hannu. To conclude, the narrative process of 
achieving an identity is il lustrated th rough  Jerome Bruner's in terpretation 
of the Russian formalists ' concept of fabula and the model of ontological 
enr ichm ent ,  based on the herm eneutica l ph ilosophy  of Paul Ricoeur.

Hannu:

The more 1 read and  th ink abou t narrative configuration of identities, the 
more problem atic  it has becom e sim ply  to teli vvho I am. 1 sometim es have 
the feeling 1 am a fly on the vvall, looking at myself from the outside every 
time 1 teli som ebody  vvho 1 am, th ink ing  at some meta-level about my life 
stories being  cons trued  in different situations.

Anyvvay, vvhenever I have my lu rn  to in troduce myself, 1 usually start 
simply by saying that my nam e is H annu  Heikkinen. Sometimes I find it

143



im portan t to teli people that I have been vvorking as a teacher for more than 
ten years of my life and then  I gradually tu rned  into a teacher educa to r  and 
a researcher. In certain settings I prefer to teli people l am w ork ing  as an 
Academy of F inland researcher in the University of Jyväskylä and  a p lann ing  
coord ina tor  of teacher education  in the O p en  University.

Paula:

My nam e is Paula Vainio. The reason why 1 have joined in this Story is thai 
Tm too short to be a professional volleyball player and too am bitious  to be 
a hairdresser. So, l am studying  at the University of Jyväskylä to becom e an 
international primary school teacher in the JULIET program m e of Jyväsky­
lä University Language and In ternational Education  for Teachers. 1 But this 
is just a part of me. Lately, 1 have begun  to suspect that this process of trying 
to lind out w ho 1 am and  w here 1 belong will beeverlasting.

Christiana:

My nam e is C hris t iana  A ndem . VVho am 1? Ex-elf, ex -sp r in te r  and  ex- 
reindeer, bu t right now  1 am a second-year s tu d e n t  of teacher educat ion  at 
the University of Jyväskylä and 1 am  also s tudying  in the JULIET program m e. 
These two sentences teli a bit abou t me but they do not really reveal any 
“real” Christiana. I have noticed that 1 am  still on my way to finding w ho  
I am, but th rough  stories 1 wi 11 be able to find more abou t myself.

Hannu:

Earlier in this book  1 have told my story abou t becom ing  a narrative teacher 
educator  in more detail, and, despite the laet t that his story, for myself, is 
a kind oi sequel to the previous one, Lm not saying here that this is my 
story. Rather, my story is here intertvvined w ith  P a u la s  and  Chris t iana 's  
stories, and in this vvay, this is a new story. A polyphony  perhaps,  where 
our  ow n voices are being echoed by each o th e rs  voices.

The form of this writing is som eth ing  like a dialogue. But because there 
are three people speak ing  ra the r  than  two, we w ou ld  like to call this a 
trialogue. But regardless ot w hat this kind of experim ental \vriting is called, 
the purpose  of this presentetion  is to teli abou t the telling of d ifferent k inds 
of stories in teacher education.

Before we start telling our  story oi two stories by three story-tellers, we 
teli som eth ing  of our  b ackground  and  how  we have got together. 1 personally
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started  as a m en to r  of the g roup  vvhich Paula and Christiana belonged to in 
S ep tem ber  2 000  in the Jyväskylä University Teacher Education Department. 
For me, it was my fourth start as a m en to r  of vvhat is called hom e group in 
teacher  educa t ion .  But for them , it was the ir  very first start as s tuden t  
teachers.

1 had  already experim ented  w ith different autobiographical exercises in 
teacher education  for abou t seven years. At the time, 1 was just about to 
finish my doctora l  d isserta t ion  on deve lop ing  the au tob iograph ica l  and  
narrative approach  in teacher education  th rough  action research. As a part 
of the action research process, 1 organised a n u m b e r  of vvorkshops and 
presenta tions and  published articles alone and with  my s tudents  (Heikki­
nen <Sr ai. 2000).

D uring  the a u tu m n  te n u  2000, I started vvith a new  group  of 12 students, 
inc lud ing  Paula and  Christiana. We started by com posing  a teacher portfolio 
from a narrative-autobiographical viewpoint,  as illustrated more closely in 
the previous article. This g roup  did an excellent piece of work, and these 
portfolios w ou ld  be w orth  ano ther  Story. But here, in this particular Story, 
the focus is on one of the narratives: telling tvvo m utually  contrad ic tory  
stories about a single series of events.

1 had experim ented  with telling tvvo contradictory  stories vvith my s tudents  
earlier, bu t as a teachers life usually goes, you are not always happy  with 
the vvay you carried out your  teaching. 1 felt the exercise we did earlier was 
partly ru ined by the student teachers’ crow ded  programme. Anyvvay, this 
kind of practice seemed to be promising. This time, 1 thought,  1 vvould be 
wiser and  give more time and space lor the assignment.

Christiana:

The assignment vvas given to us tn o u r  g roup  session at the beginning  of 
our  second semester. Wc were supposed  to teli a Story about the initial stage 
of o u r  teacher education . At lirst, we were to teli tvvo different versions of 
the same Story with a fictitious character w ho  had entered  teacher education , 
just as vve had  done  a few m on ths  earlier. The first Story was to be about 
d isappo in tm en t and  loss, whereas  the second  Story was to be a Story of 
survival and growth. The first phase of the assignm ent vvas to teli the stories 
in pairs. After having told these stories, we w rote them  down.

So as to illustrate what we really did, Paula takes the floor vvith her first 
story, the one that was intentionally written as a Story of a loser.
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Paula:

Every m o rn ing  I wake up  just to find that every th ing  is the same as yesterday. 
1 hate it ali. 1 hate my life at hom e ,  in this re la t ionsh ip  that forces me 
against the wall, in this  re la t ionsh ip  tha t  m akes  my b rea th in g  difficuit, 
occasionally even impossible. Every day 1 pack my bag as if it were the last 
time I am  leaving an d  I keep h o p in g  that th ings  w o u ld  be dilferent at 
school, even though  I knovv they w o n ’t. Those smiling people are ti 1 led 
with  energy. As if they were happy. I keep smiling until my cheeks ache. 
That is the reason 1 fall silent and  vvithdravv as quickly as possible.

It is easy to sink into this melancholy. To h i cl e beh ind  this lear of mine 
and  to live th rough  today  and the day alter, hoping  that tomorrovv will 
som ehow  difler from the yesterdays . I am  d oom ed  to be stuck in this life, 
do o m e d  to be a back b o n e  to som eone  else w h o  is not able to s tand  by 
himself. And myselt, co l laps ing  u n d e r  my b u rd e n .  My d u ty  has been  
predeterm ined . I am the saviour. 1 am  the one who is b rea th ing w hen the 
o ther  is too tired. 1 am  s trong  and the o thers can see it. That is w hy  1 am 
allovved to be alone.

Every time 1 have believed every single w ord  and every time 1 have been 
deceived and every time 1 have been more and  more afraid that som eth ing  
will h appen  and  bring  everything to an end or  change the direction.

Is it impossible to hear
the shout that was never shouted?
Is it impossible to see 
the invisible?
Is it impossible to save 
the saviour?
Does the light have 
a kingdom?
Can the tnsignificant be 
invalidated and can I be
saved?
Will anyone hear even it l don t 
shout?

Christiana:

This was the black version of Paula s story. As l listened to that,  l could feel 
vvhat the character  had felt. I could  see myself being lost in the crowd “To
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hide bchind thisfear of mine and to live through today and the day ajter, hoping that 
tomorrow will somehow differfrom theyesterdays  Memories of the past are part 
of w ho  I am, but life goes on. Paula was sharing her  experiences through 
the stories. VVhat if she hael chosen differently, w hat if she had followed the 
o ther  path; would  her  life really have been a Story of a loser? She wants  to 
see herself  as a survivor; she has grovvn and found w ho she wants to be. 
The loser, instead, had become stuck  to the same place and had not moved 
on. Everything hap p en cd  against her will, she had lost her  freedom. ”1 have 
learned to believe that nothing changes. I am doomed to be stuck in this life. I have 
noticed thcre is ahvays someone stronger than me. I m alone and surrounded by 
darkness” Ali of us have the freedom to choose, and m aking decisions is 
part of o u r  everyday life.The loser had just lost her  grip on and belief in 
freedom. She had lost her  identity as a person by accepting her situation in 
life, by letting som eone  else have Control over her wishes, hopes and love.

But there is ano ther  Story vvith more hope; a Story of a Winner.

Paula:

Actually, ali this started last spring  when I looked in the mirror. It vvas then 
that 1 saw my blind  spot staring back at me, and my reflection in the mirror 
was frightening. 1 had cried my eyes out. 1 was sh runk ,  I was pale, cynical.
1 had drifted to the po in t  whcre 1 thought 1 was everything 1 vvas supposed  
to be. I had left everyth ing I had believed in. 1 did not want to be either 
perfect or  w hole anym ore .  Ali that had been replaced by a deep yearning to 
be som eone  else's backbone  and at the same time 1 had drooped . Suddenly 
I realised that sacrifice does not help in the long run, that 1 am not able to 
change anyone. 1 could not achieve anything in a game vvhere I could not 
win. And I m ade  my decision. 1 closed my ears to the th rea ts  and  the 
begging. That is how  1 was released. And 1 have not looked back in longing.

Now that 1 am looking back, I see a miracle: How did 1 manage without 
falling com pletely apart,  al though 1 vvas already in shambles? 1 had reached 
the point vvhere cynicism had prevailed over everything else. 1 had lost my 
näivety, and my love, o r  w hat I imagined to be love, had tu rned  into hatred 
and pity. 1 was living, w ithou t realising il myself, in a small bottle. 1 had 
little room  to brealhe. Ali the time I vvas in distress, but I was not aware oi 
the existence of the bottle because 1 could see th rough  it. I do not reminisce 
about the times and deeds I have leit beh ind  with dread and bitterness. I 
vvould not be me w ithou t that vveeping, the cried-out tears and the fear. 
And the narrow ness  of the bottle.
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Christiana:

The Winner sees light at the end  oi the tunnel. The life she had is now behind  
her. She believes that she was guided by som ething subconscious, w hich, in 
the end, is best ior her. Through Paula s w inner's Story, I felt the happiness oi 
the character, as she had been released from the bottle. N ow  she has grow n as 
a person; she has had positive experiences since she started teacher education.

She has also found an answ er to one oi my questions “Teacherhood is not 
som eth ing that we either have oy not. Il is som eth ing in as vvhich w e a m  process and develop  
in o u rse lv es .” She had found one of the m ain points: we are in teacher education  
to grow as persons and as teachers.

in the process of finding w ho you are, you m ust know w ho you vvere in the 
past, as the past is part oi you. As the Winner says: “ Sometimesyou have to make 
choices,you have to step closer to the edge even thoughyou might hescared...even ifyou do 
not know whether you can fly.” The paths we follow change according to the 
choices we make, bu t w ithout the freedom  of choosing w hat we w ant in life, 
we cannot live our lives authentically.

Paula:

One of the most im portant benefits of w riting these two contradictory stories, 
from my point of view, is that they increased my consciousness oi the choices I 
have made. Every vvritten w ord is dedicated to the question “what if?”. 1 am  
aware that it is not possible to try to find one unam biguous “tru th ”. The “tru th ” 
is ahvays a more or less an individual construction  oi interpretations concerning 
ones environm ent. My stories are written as 1 see things right now. II l vvere to 
re-write them  a couple of years from novv, they vvould certainly be quite different. 
The notes 1 have m ade du ring  the vvriting process are full oi hesitation and 
questions: Have I toki too much? W hat are the risks? VVould I even be able to 
write the vvinner s Story il I was not so sure that 1 am actually living in it?

At the beginning, w hen we were given the assignm ent, I started to teli a Story 
with a plot. But as soon as I had started vvriting, I realised I w ould not be able 
to give my best to the assignm ent il I w rote an “ordinary Story”. And where 
w ould I end up vvith my stories? Vcry lar from the starting point, 1 think. The 
stories are a flovv oi vvords, som e oi them  carefully calculated but m ost oi them  
draw n directly Irom the subconscious. Thus, the plotted story, the m odern  
narrative of progress and developm ent, gradually turned into a more postm odem  
form; not a coherent Story but rather a collage oi poem s and  free association.
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Christiana:

Despite the faet that these stories are fictional, they teli something real 
about our experiences and feelings. The feelings and thoughts of the character 
are ours, they are real. Through our stories, we step back in time and see 
the World and ourselves in a different light. Through writing we express 
ourselves and release the emotions we have inside us. It is easier to write 
about a fictional character and teli our experiences through him/her. The 
stories we write are a way to step back and look at ourselves from a different 
angle. That is what reflection is about, to see things with new eyes, Itke an 
outsider.

Our teacher education has the purpose of helping us grow as persons 
and as teachers. Through writing autobiographical stories, we go back in 
time, and in one way or another, the stories included the sarne experiences 
that we had during our first months in teacher education. The stories helped 
us verbalise and teli the reality and the truth of our lives. Certain events got 
meanings, and we see them differently novv.

In her story, Paula dealt with her past. Both of the characters shared 
soine features of hersell; feelings she had leit, questions she had made. 
Although the assignment was not supposed to be about ourselves, each of 
us still told the Story of our lives at the beginning oi teacher education.

It is like looking at yourself in a broken mirror. You step out of yourself 
and you see your life from an outsider s perspective, yet still being the main 
character. Although each story is dilferent and like its writer, we can see 
ourselves in it. The same feelings and questions are in our minds. I felt I 
was reading about myself when I read Paulas stories. I did not see myself 
directly, but in between the Iines 1 remembered hovv I had felt a few months 
ago.

Hannu:

This reminds me oi vvhat Jerome Bruner has written about f a b u l a ,  s j u z e t  and 
f o r m a , based on the Russian lormalists. Especially the relationship between 
f a b u l a  and s j u z e t  seems to offer interesting views on autobiographical writing.

F a b u l a  could be described as a composition based on the everlasting 
themes of hum an  life, which are adapted to innumerable individual life 
stories. S j u z e t ,  then, is the actual life story, any local and personal story, 
any of those people teli every day. To cite Bruner:
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The timeless fabula is ihe mythic, the transcendent plight that a Story is about: 
human jealousy, authority and obedience, thvvarted ambition, and those other 
plights that lay claim to human universality. The sjuzet then incorporates or realtses 
the timeless fabula not only in the form ot plot but also in an unwinding net of 
language. Frank Kermode says that the joiningof fabula and sjuzet in Story is Itke 
the blending of timeless mystery and current scandal. The ancient dilemmas of 
envy, loyalty, jealousy are vvoven into the acts of lago, Othello, Desdemona, and 
Everyman with a lierce particularity and localness that, in Joyces words, yield an 
“epiphany of the ordinary”. (Bruner 1987, 16.)

From this viewpoint, the reason why something in Paula s Story touches us is 
that it reminds us of something that is familiar to us through our ovvn life 
experiences. For us ali, some of the basic experiences are rather similar - or if 
not similar, based on similar tensions or contrasts. VVe share the basic concerns 
oi being human: birth and death, love and sexuality at least. But still, out oi 
these basic elements oi human life, something more complex emerges: hum an 
grovvth and the eflorts for a better life; competition and struggle; power and 
emancipation; envy and bitterness. The increasing consciousness of the limits 
of your life time. Loyalty and care for the people you live with; your “significant 
others”. And so (orth. Ali that lays  cla im  to h u m a n  un ive rsa li ty , as Bruner said. 
F abula  involves “the timeless”; the eternal tensions that dominate hum an life, 
no matter what historical epoch the story is about, and vvhere in the World the 
individuals happen to be living their lives.

Christiana:

1 must say 1 was inspired by fabula', this idea that hum an life has the same 
elements that, regardless of where you live, are timeless. In Paula s story 1 find 
especially one element that can be generalisecl; aspiration to freedom and growth 
as a person. Both of the characters were searching lor freedom; freedom of 
choice, freedom to become the ones who they really are; trying to lind their 
authentic selves (Taylor 1989). There are reasons why they are where they are, 
but they still have the freedom to make their decisions. There is no need to 
hide the reality, but you should not cling to the past. Your life goes on. 1 could 
see myselt behind the stories, that was my advice to myself, but Paula had told 
it to me through her stories. Not directly, but through those simple questions 
and sentences.

But it is also interesting that, although both of the stories touch me and teli 
me something very essentiat about my life, neither of them can grasp the essence 
completely. 1 think no story can ever do that. Your words and stories are always 
imperfect and incomplete.
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Hannu:

This process of what we cal 1 on to log ica l e n r ic h m e n t th ro u g h  n a rra tiv e s  has already 
been elaborated earlier in this book, first by Arto Laitinen and then by Rauno 
H uttunen  and Leena Kakkori (see also Heikkinen, Kakkori Sr H uttunen  2001). 
Here, we can make a more concrete application of this model.

The autobiography and the self are involved in a recursive relationship, 
which  is why the process of autobiography is never-ending. Telling or vvriting 
an autobiography brings about a hermeneutic experience in which you see 
yourself in an entirely different light. This could, in turn, alter your action 
and force you to retell or revvrite your autobiography.

In this process of telling or writing our life stories, we both  create and 
change ourselves. As 1 see myself in an entirely different light vvhen 1 teli my 
life Story, 1 som ehow alter my actions and retell or revvrite my life Story. And 
here we return to Paul Ricoeurs elaboration of Aristotles mimesis.

According to Ricoeurs interpretation, mimesis refers to Creative imitation 
by means of the plot of a lived temporal experience (Ricoeur 1984, 31). For 
Ricoeur, mimesis is not just the production of a narrative text. As Laitinen, 
H u ttunen  and Kakkori have illustrated, mimesis refers to a threefold process, 
of vvhich telling a narrative is one phase.

The three steps of narrative identity cons truc tion  are p r e -u n d e r s ta n d in g  
(mimesiSj), p lo ttin g  (m im esis2) and a p p lic a tio n  (m im esis3). The concept oi 
m im esisl  refers to some kind of pre-narrative th inking or “inner speech”, 
vvhere you textualise certain events into vvords and sentences and stories just 
in your ovvn head, though  you may never teli them aloud to anybody. 1 often 
notice, as 1 go jogging or 1 drive my car, etc., t h at I somehovv think in the form 
of story. 1 go through some events mentally and give some kind of form to 
them. These stories are not alvvays complete vvith a plot, but may be merely 
some scattered fragments. In the process of com posing an autobiography 
mimesisl forms the pre-understanding  of your life. This is hovv I undcrstand 
the concept of m im e s is l . For you, Paula, there vvas something inside yourself 
even belore you started to teli your first story.

Paula:

Yes, naturally there vvas. 1 often notice, as 1 start to teli somebody of something 
that has happened  to myself, that there really is a half-made narrative inside 
me, vvhich then turns into audible speech or readable text. As I teli something 
about my life, 1 somehovv collect and organise these small inner stories into a 
more com plete vvhole.
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Mimesis!
P a u la 's  n a rra tiv e  
p re u n d e rs ta n d in g  
of h e r life

M im esis3

A p p lica tio n  of the  
lo o se r 's  n a rra tiv e  
in to  P a u la 's  life

M imesisj
P a u la 's  re fo rm ed  
p re u n d e rs ta n d in g  
of h e r  life

A p p lica tio n  of 
b o th  the 
n a rra tiv e s  
in to  P a u la 's  life

Life Narrative

"Original" "Picture"

Picture 1. Paulas two stories as narrative identity configuration (see G adam er 
1998, 199; Ricoueur 1984, 52-87; VViddershoven 1993, 3-5; see also Rauno 
H u ttu n e n s  and Leena Kakkoris article in t h is book.)

Hannu:

That is \vhat Ricoeur calls the mimesis, phase; tu rn ing  your pre-narrative 
experiences and m em ories into a p lotted Story. Here, you tu rn  your inner 
textual world into an audible  or readable lorin. In this phase - in this active 
process of textualisation -  your fragmented inner  speech is organised into 
a more coheren t and  plotted narrative. The pre-narrative p re -unders tand ing  
is transform ed into a poetic totality, as we could  pu t it, quo ting  Aristotle 
(1958) and Ricoeur (1984). Mimesis, is in the very heart oi the narrative

M im esis2

C o m p o sin g  
the  lo o se r 's  
n a rra tiv e

/
etc.

M im esis2

C o m p o sin g  
the W inner's 
n a rra tiv e

152



process. Producing the plot  out of your incoherent pre-narrative fragments 
is also the most Creative moment in this threefold mimesis process.

But for myself, the most inspiring finding in Ricoeurs model vvas the 
mimesis phase: how much it means to you vvhat kind of stories you teli 
about youself. As your story is written down or told aloud, it becomes part 
of your identity. In your process of composing narralives, something new 
emerges as you teli the story of your life, and this something “new” begins 
to construe you in a new way. You begin to a p p iy this new understanding 
to your ovvn life.

In the mimesis3 phase, you ahvays compare your expressions to your 
inner feelings and memories. You may detect sotne very important omissions 
or even lies in what you told or wrote, and perhaps you have to change 
your story about some point oi your life. You realise that what you teli ot 
your life is something like hopes and desires, or attempts to hide something, 
or unauthentic. Anyway, this applica t ion  is mimesis the starting point of a 
new p r e - u n d e r s ta n d in g  of life; a new mimesis . Through your words and 
deeds you begin to actualise this picture of you, which you have more or 
less intentionally crealed. As Jerome Bruner (1987, 13) has put it: “Narrative 
imitates life, lile imitates narrative”. This is how your identity and your life 
stories are bcing construed in a reciprocal way.

This is what we call ontological enrichment through narratives. YVhat 
you, ontologically speaking, really are is nothing more or less than your life 
story, which is being construed along with your experiences and memories.

Christiana:

Is our life a story itself? A story we live in, an act in which we play the 
leading roles?

Hannu:

I do nol think there can be any ”real” me; something which really exists 
independently of the story 1 teli about mysell As if 1 could find myself by 
removing some extra masks or surface layers. Like peeling an onion, layer 
after layer, and finally finding the ”true me”. I do not believe in that. Rather,
I think, there is a construction called myself, which is being social ly and 
psychologically built up by composing narratives, both the inner and pre- 
narrative forms of narrative and ones that you teli aloud.
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Christiana:

But, th e n  again , y o u  can  a lw ays  teli d if fe ren t  s to r ies .  F o r  e x am p le ,  w h ic h  
o n e  of P a u la s  s to r ies  w o u ld  be m o r e  t rue?  VVhat do  y o u  c o n s id e r  to  be 
y o u r  t ru th?

Paula:

T ru th s  are as rnany  as the  p o in t s  o f  view; the  s tories .  T h e  first Story c o u ld  be 
n iine  as well as th e  se c o n d  one .  T h e  loser s Story is th e  o th e r  t r u th  o f  m in e ;  
th e  w in n e r ' s  Story is b r ig h te r  a n d  tuore  c o m f o r t in g  b u t  e q u a l ly  t ru e  as th e  
o th e r  one .  Both o f  th e m  h e lp e d  m e  to r e ach  a n ew  level ot u n d e r s t a n d in g  
o f  m y  pas t  a n d  th e  cho ice s  1 have  m ade .  As I w ro te :

She, the  one w h o  had sq u and ered  her  il lusions on her way to the u n k n o w n ,  
h ad  tinally arrived at a place w here  she knevv that she was only a visitor. A 
tourist ,  p u rsu in g  her  au then tic  life.
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H e l i  M e r i l ä i n e n  &  L e e n a  S y r j ä l ä

AUTOBIOGRAPHICAL WRITING AS A 
SELF-CONSTRUCTION

e consider  narrative research consists of self-study and reflection for
vvhich writing is a crucial means of inquiry. We bo th  started diary 

writing as adults,  for the first time after girlhood, to note dow n  thoughts  
and action in order  to construct and have a better ho ld  of our  work. O ur  
stories have also begun  to live and be cons truc ted  th rough  reading. The 
process oi doing narrative research tempted us to write ourselves and question 
our writing concern ing  its meaning, form and  functions in a research process. 
VVe believe that, while do ing  narrative research, bo th  the researcher and 
the story-teller are involved in a process oi cons truc ting  their identity. O ur  
vulnerabilities, conflicts, choices and values are pu t  into conversation with 
o u rse lv e s  as well as w ith  o u r  re a d e r s  (Ellis Sr B o c h n e r  2 0 0 0 ,  748) .  
U nders tand ing  som eone else’ stories p resum es reflection and often also the 
task of w riting o n es  own life Story. More a t tention in qualitative research 
has been afforded to data collection and analysis Strategies than to the process 
by w hich  texts are p roduced  and unders tood  (Coffey 2001, 4).

O u r  aim is to highlight the m eaning oi writing in a research process, 
which deals with peoples lives. Not the means oi pu tt ing  together a research 
report of o th e rs  lives in a written form, but inc luding the life and experiences 
of researchers in the centre of the research processes, as self-construction. 
First we outline some theoretical framework of w riting  as a process and teli 
ou r  ow n  experiences in writing. Secondly we concentra te  on how our stories 
met and  started  a new  relation betw een  Heli, as a doctoral s tuden t  and 
Leena as a m entor ing  professor and move on to ethical and moral implications 
of writing: The idea of preserving our  vvritten material and even including 
it as a part of o u r  research m ean t that there would  be more people sharing

T o w a r d s  A DUOGRAPHY
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it th a n  we two. We wi 11 give an ex a m p le  of  d u o g raphy ,  in w h ic h  the 
intersections of o u r  stories m ake a new  conversation, a new  Story.

T h e  1NQUIRY PROCESS

The setting of this inquiry  is very interesting. VVhat is specific betw een  us is 
tha t Heli, as a doctoral s tuden t,  is w ork ing  at long distance Irom the U ni­
versity of Oulu. This m eans that the main part ot m en to r ing  takes place 
th rough  e-mail in a written form. A nother  connect ion  between  us is that 
Helis m aste rs  theses was a narrative au tobiographical sell-study and  Leena 
had  a log te rm  project (Teachers in C hange)  going on  w ith  a narra tive  
approach  to teachers lite, in w hich  Heli joined in 2000  as a doctoral s tuden t  
after a period of w ork ing  as a class teacher. In that way, we had  already two 
different stories ‘wait ing’ to meet each other.

The project of p roduc ing  a dissertation is a personal process that transects  
or.es’ vvhole life, w here the instruc tor  is com m itted  to remain aside and  to 
su p p o r t  a noveice researcher. For us, w riting  personal letters beg u n  as a 
natural part of Helis dissertation process. Little by little we began also to 
share diary extracts and to Comment on each o the rs  texts. We have both 
u se d  reflective m e th o d s  an d  m a te r ia l  (d ia r ie s ,  in te rv iew s ,  p o r tfo l io s ,  
v ideo tapes ,  obse rv ing ,  p h o to g r a p h  analyses ,  ar t ,  e -m ail c o n v e rsa t io n s ,  
m anuscrip ts)  to explore o u r  own practical theory. The analysis oi the research 
material is preliminary exam ination  of lew examples, with a locus on  the 
m eaning of writing. O u r  vvriling and  its analysis will con t inue a long with 
Helis d issertation process.

In our  project, many teachers have sent their life stories with extracts of 
diaries, poems, glimpses of daily life with its joys and sorrows (see Estola, 
Erkkilä &r Syrjälä 2001; Estola <Sr Syrjälä 2001). For these teachers, writing 
has been a way to leave traces of themselves and  to m ake themselves visible. 
Sometimes, the process has been one of reconstructing  selves ou t of shattered  
pieces an d  sp l in te rs .  A long  the  p rocess  the m e a n in g  of  w r i t in g  as an 
experience have got more and tuore at tention . We have discussed many 
times about how  im portan t it is to give an op p o r tu n i ty  lor teachers to have 
their voices heard in o rder  to value and respect teachers w ork  more bu t 
also to evaluate and  rebuild il vvith past and future in m ind, th rough  teachers’ 
ow n  experiences. Now the same viewpoints can he tu rn ed  to researchers. 
This has been too little explored  area in the field of  qualitative research 
(see. Elbaz- Luvvisch &r Brizker, 2001).
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W r i t i n g  t o  c o n v e r s e  w i t h  m y s e l f  a n d  m y  w o r k

W o rd s  se rve  th e  m a jo r  veh ic le  o f  th o u g h t  and  are o u r  bes t  too ls  for so r t in g  
o u t  a n d  o rg an iz in g  o u r  vvorlds. YVords h e lp  us  to  ga in  so m e  p u rc h a s e  on  
th e  c o n s t ru c t iv e  p ro cesses  o f  o u r  th in k in g  (D ia m o n d  1993 , 513) .  Elence, 
w r i t in g ,  in its w ides t  d e f in i t ion ,  can  be seen as a m e a n s  of th in k in g .  YVriting 
is a m e a n s  o f  a r t ic u la t in g  c o n n e c t io n s  an d  o rg a n iz in g  r e p r e s e n ta t io n s  o f  
th o u g h t .  F o r  b o th  of us,  d ie  d ec is ion  to s ta r t  w r i t in g  w as  a c o n sc io u s  cho ice  
b a sed  o n  the  m o t iv e  of u n d e r s t a n d in g  o u r  w o rk  better .  As H o o v e r  (1 9 9 4 ,  
84 )  c laims: after h a v in g  w r i t te n  s o m e th in g  vve u n d e r s t a n d  it b e t te r  (see also 
H u t t u n e n  &  K akkori  in th is  b o o k ) .  T he  p e rm a n e n c e  of the w r i t te n  w o rd  
a l lo w s  the  w r i te r  to r e th in k  an d  revise ideas over  an  e x te n d e d  per iod .  YVritten 
reco l le c t io n  a n d  analys is  can  allow for c o n t in u o u s  rev iew  an d  re -ev a lu a t io n  
vvith the  s h a r p e n e d  focus o r  exp lic i tn ess  of ideas th r o u g h  d e l ib e ra t io n  an d  
w o rd  cho ice  a n d  the active n a tu r e  a n d  c o n n e c t e d n e s s  of w r i t in g  a l low in g  
for in teg ra t io n  o f  ideas (H oover ,  1994 , 8 4 ) .T he  a b o v e -m e n t io n e d  v ie w p o in ts  
are p u t  in to  prac t ice  in Leena s fragm ent:

Leena, 2 May, 2001 , e-mail to Heli: For me, the be g inn ing  of w rit ing  was a 
dazzling  experience on  the  road tow ards self-discovery. 1 was approach ing  m y 
liftieth h ir thday  and  experiencing  various crises. The final s t im ulus was the 
need to pian this research project and the realization that one cannot unders tand  
o ther  peo p les  stories w itho u t  w rit ing  som eth ing  about o n es  ow n lile.

F or  Leena, w r i t in g  w as  pa r t  o f  h e r  job  as a p ro fe sso r  of e d u c a t io n ,  b u t  h e r  
p e rso n a l  d ia ry  w r i t in g  s ta r ted  w i th  a n ew  im p e tu s  (for the  lirst t im e  after 
y o u th )  in 1997:

Leena, 4 May, 2001 ,  e-mail to Heli: I have writ ten  quite  a lot over the past few 
years. The desire to reflect on  my ow n w o rk  arose in 1997, w hen  m y  though ts  
began to be tilled with teacher  stories and the idea of recruiting a g rou p  to 
collect them. I thought it w ou ld  be im portan t  to write  do w n  the ideas and 
incidents that occurred d u r in g th e  project. At lirst I did this quite systematically, 
but soon  the  events and  crises in my ow n life becam e too overw helm ing  to 
leave me any space for writ ing about my work. At the same time, 1 began to add  
to my research papers and  lectures glimpses oi my own life to illustrate how  my 
interests and  research topics were part of the totali ty oi my lile.

YVriting is c o n s i d e r e d  o n e  o f  th e  m o s t  effective m e t h o d s  for c o l l e c t in g  
a u to b io g ra p h ic a l  da ta .  D iary  w r i t in g  as a m e a n s  o f  c o m b in in g  th o u g h t s ,  
feelings an d  ac tion .  YVriting is no t o n ly  lor re ach in g  s o m e th in g ,  b u t  tu r n s

159



o u t  to he v a lu ab le  in itself. In s tead  o f  d e sc r ib in g  th in g s  s o m e th in g  h a p p e n s  
r igh t novv. VVriting can  be se e n  as an  a n c h o r  o n  w h ic h  to rely vvhile ta k in g  
a jo u rn e y  in to  o n e s  1 i f e .

In H e lis  case, d ia ry  w r i t in g  b e g a n  as a w ay  to  ve n t  he r  f ru s t r a t io n  w ith  
te ac h e r  e d u c a t io n  (1 9 9 2  -  1 996) .  She felt th a t  th e  a im s  o f  te a c h e r  e d u c a t io n  
a n d  the  m e a n s  u sed  to reach  th o se  a im s  w ere  in c o m p a t ib le ,  a n d  sh e  b egan  
to vvrite a b o u t  it:

Helis diary, 17 Ju n e  1994: I have o lten  p o n d e red  ab ou t  the process of grovving 
to be a teacher, and  w h e n  1 read Towards T eacherhood  (goals of teacher 
education), I realized that ou r  educa t ion  does not p rom ote  professional grovvth, 
if we take that to m ean  an ability to be critically reflective. 1 am no w  ready 
myself to go ou t on the soggy m arsh  that Schön  talks abou t an d  to use a stick 
to probe  for solid g round . Right novv, 1 feel that diary vvnting vvould be a useful 
way to learn reflection. And even in theory, it is a m e th od  supportive of reflection! 
1 vvill give it a try and see ho w  it w o r k s . ..

YVriting w as th e r a p e u t i c  a n d  allovved h e r  to 'b re a th e  free ly’ a n d  cana l ize  
h e r  an g e r  ou t  o fh e r  m in d .  At the  sam e  tim e she  b e c a m e  in te re s te d  in reflective 
th in k in g ,  a n d  th e se  tvvo th in g s  h av e  g iven  h e re  s t r e n g th  d u r i n g  te a c h e r  
e d u c a t io n .

VVriting o n  a c o n t i n u o u s  base s  d e m a n d s  a lot o f  se l f -d isc ip l in e  a n d  it 
alvvays tak e s  t im e .  In o th e r  vvords, vvriting as  a c o n s c io u s  e f fo r t  alvvays 
re q u i re s  c o m m i tm e n t ,  a n d  tha t  is s o m e th in g  n o t  so easily reac h e d :

Helis diary, 27 Ju n e ,  1995: Almost a year has passed since 1 vvrote in this diary. 
I o lten  iind mysell th ink in g  it vvould be im p ortan t  to vvrite, bu t th e n  I’m also 
frustrated by the feeling that there vvould be so m any  things to vvrite about and 
so little time for it! Perfectionism -  you canno t reduce to vvords a life that is 
being  lived ali the time. Any vvritten text is merely a stop on the vvay, a vvindovv 
to a life as it is or vvas.

C o u n se l l in g  a n d  s u p p o r t  Iroin a re s e a rc h e r  o r  a co lleague c o u ld  o p e n  new  
w ays  ot see in g  o n e s  o w n  life a n d  m a k e  its p ro ces s in g  m ore  con sc io u s .  T ha t  
w o u ld  also  give a n e w  s t im u lu s  to  vvrite a n d  a m o t iv a t io n  to  c o n t in u e .  
VVhat c am e  u p  in H o ov ers  (1 9 9 4 ,  9 1 )  s tu d y  o f  reflective w r i t in g  by  s tu d e n t  
te a c h e rs  w as  th a t  a s s ig n m e n t s  vvithout a p r e d e t e r m in e d  focus  f r eq u en t ly  
led to an  o u tp o u r in g  of c o m p la in t s  a n d  su rv iva l co n c e rn s ,  p a r t ic u la r ly  a b o u t  
c o - o p e r a t i n g  te a c h e rs ,  c u r r i c u l a r  d e m a n d s ,  a n d  th e  t r a n s i t i o n  from  th e  
un iv e rs i ty  se t t ing  into the  reality  o f  the  p u b l ic  schoo ls .  H o o v e r  (1 9 9 4 ,  93) 
r e m in d s  us  th a t  a s s ig n m e n t  oi w r i t in g  tasks as part  o f  a p r a c t i c u m  d o es  no t
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n ecessa r i ly  leacl towarcl re l lec t ion  b e y o n d  th e  level oi person a l  c o n c e rn s .  
VVe m u s t  c o n t in u e  to s e a rc h  for w ays  to ta p  effectively in to  the  le a rn in g  
p o w e r  o f  w ri t ing .

Because w r i t in g  is u su a l ly  volun tary , it is h a r d  to engage  in it. It is alvvays 
a q u e s t io n  o f  t im e  as Leena &  Heli have n o t iced .  YVriting as a p rocess  req u ire s  
a l o n g ,  i n t e n s i v e  p e r i o d  o f  e f f o r t ,  u n t i l  c o n n e c t i o n s  a n d  th e  ‘h e l p ’, 
s a t i s f a c t io n  a n d  e m p o v v e rm e n t  in h e r e n t  in it c an  he fo u n d .  As F ra n c is  
(1 9 9 5 ,  2 3 3 )  says a b o u t  p rese rv ice  teachers ,  th ey  T a m b le d ’ in the i r  w r i t in g  
u n t i l  th ey  d is c o v e red  the  c o n n e c t io n s  and  real issues.  It really takes  t im e  to 
find o n e s  o w n  w ay o f  ex p re s s in g  a n d  m a k in g  in te rp re ta t io n s :

Heli s research report, 1996: YVriting w ithou t  any goal was not motivating. 1 felt 
frustrated and  had  a bad  conscience about w rit ing  too little o r too seldom. A 
further step tow ards a m ore  rellective attitude was my decision to read li terature 
abou t reflection. My elforts to s tudy  theoretieal critical rellection and to keep 
on w rit ing  m y diary began to have an im pact on the quali ty  of m y writ ing, but 
1 st lii needed som eth ing  to boost my motivation and to provide new perspectives 
and d ep th  to my writing. It was time e ither to give u p  or to go on. 1 had  an 
‘au thor ity ’ problem. YVhile writing, 1 tended  to only describe things and did not 
find pa ths  into the hasic prem ises of my th ink ing .

YVriting a lo n e  in th e  b e g in n in g  is s o m e th i n g  to  get s ta r ted  w i th  YYTiting 
a b o u t  d if fe ren t  s tages  o f  life a n d  d e s c r ib in g  th in g s  like fam ily  re la t io ns ,  
sch oo l  a n d  w o r k in g  ex p e r ie n c e ,  h o b b ie s ,  etc. g ive g o o d  materia!  to look  
b a c k  a n d  reflect. But to go  on  lu r th e r  in o r d e r  to find n ew  c o n n e c t io n s ,  
o n e  n e e d s  n e w  cha llen g es  a n d  s t im uli .  S ha red  w r i t in g  can be an  o p e n in g  
ex p e r ien ce  for n ew  w ays  o f  th in k in g .  Dialogic jo u rn a l  w r i t in g  is a w ri t ten  
co n v e rsa t io n  b e tw e e n  tw o  p e r s o n s  on a regu la r  hasis. It consis ts  o f  r e ad in g  
an d  re s p o n d in g  to each  o th e r s  texts. It h e lp s  to g en e ra te  person a l  qu es t io n s ,  
to  e x p lo r e  h u n c h e s  a n d  h y p o th e s e s  a n d  to  p e rc e iv e  th e  m u l t ip l i c i ty  of 
vievvs in h e re n t  in h u m a n  e x p e r ie n c e  (H oover ,  1994, 92).  For re searchers ,  
d ia logic  jo u rn a l  w r i t in g  is also a vvay to  r e d u c e  iso la t ion .

In H elis  case, the re  w as  n o  c o u n se l l in g  a n d  n o  o th e r  w ri te r  w i th  w h o m  
she  c o u ld  c o -o p e ra te .  T he  o n ly  feed back  she  got w as  at the  a c ad em ic  level 
a b o u t  h e r  te a c h in g  p rac t ice  p e r io d s  a n d  s e m in a r  w o r k  for he r  M as te r  of 
E d u c a t i o n  d e g re e .  T h e  Story, a n a r r a t i v e  s e l f - in q u i ry ,  w h ic h  w a s  la te r  
p u b l i sh e d ,  w as  a k in d  o f  re p o r t  of h e r  o w n  p a th  th r o u g h  te ac h e r  ed u c a t io n ,  
a s to ry  of se l f -d i rec ted  lea rn in g  th r o u g h  vvriting a n d  re l lection . (M erilä inen  
1996.)



Heli s Research report, 1996: The process of searching ones own thoughts is 
endless. Everything is related to everything, and it seems difficult to pick out 
the essential issues. When 1 tirst decided to start this experiment, after having 
read much about reflective thinking, 1 leit almost embarrassed to teli people 
about my project. So many of my friends seemed to consider it a version of the 
Bold and the Beautiful. How on earth could you do scientilic research about 
yourself! But my atm is renevval and enhancement of self-knowledge. I have a 
hunch that I will succeed, because 1 intuitively feel thai already. At least I have 
been able to gain more self-knovvledge, and E m sure 1 will one day thank my 
critical friend’ for that (1 tnean my diary).

VVriting is seen as a useful means for conscious professional developm ent. 
O ne  cruc ia l part  of professional d ev e lo p m e n t  is to c o n f ro n t  o n e s  ow n 
practical theory: to make o n es  oven th ink ing  and  reasoning visible, in o rder  
to develop  a voice and  to feel em pow ered .  Diary vvriting allows one to 
experim ent w ith  different v iewpoints vvithout the b u rd e n  ot responsibility 
always implici t  in o rd in a ry  oral conversa tion .  This he lps  one  to revise 
conventional conceptions and  to change o n e ’s life course th rough  reflective 
w ithdraw al and  com eback . Diary cou ld  be seen as a passive p a r tn e r  oi 
conversation, vvho is never vvrong or em barrasses  you.

VVriting helps us to dist inguish  betvveen o u r  different voices. It makes 
aspects of ones  self becom e more audible and possible. A personal voice in 
academic vvriting has been considered  suspicious, unreliable, illegitimate, 
and even trivial. Because narrative forms ot vvriting may in terrup t the public 
academic discourse, to explore positioning an d  refiexivity, they have often 
been dismissed. Each aspect of the self constructs ,  a p p re h en d s  and  vvrites 
a very different in te rpre tation  of reality. Since each voice provides a further 
o p p or tun i ty  to s tructure  and restructure experience, the m ore  m odes of 
thinking, feeling, and experiencing that vve can master, the r icher an d  more 
varied vve vvill be (D iam ond  1993, 51 1-512; see also Colfey 2001 and  Ellis 
&r Bochner 2000).

Alter c|ualification, processing vvith teacher portfolio becam e a m eans of 
self-evaluation in Helis class teachers’ vvork. For Eleli vvriting vvhile being a 
teacher  m ent an o p p o r tu n i ty  to find different voices. She vvas th in k in g  
about postgraduate Studies in education ,  bu t  she just loved to teach. The 
stress and  lack of time for vvriting changed  her vvay of in te rpre ting  herself  
as a teacher. Ltttle by liitle, she started  to process her teacher portfolio, in 
vvhich art educat ion  and her  voice as an art teacher becam e more visible for 
her than  before. Reflections on the vvays of learning art and  the use of art in 
p r im a ry  sc h o o l  te a c h in g  b e c a m e  the  ‘b ig  q u e s t io n s ’ o f  h e r  teach ing .  
Photographs abou t art projects accom plished vvith children  vvere included,
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a n d  h e r  o w n  w ay o f  th in k in g  th r o u g h  d o in g  art s ta r ted  to b e c o m e  m o re  
a n d  m o re  im p o r t a n t  for her. Before en ro l l in g  in  le a c h e r  e d u c a t io n  she  h ad  
b e e n  s tu d ie d  art. She f o u n d  n ew  c o n n e c t io n s  b e tw e e n  te a c h in g  a n d  m a k in g  
a r t  d u r i n g  h e r  first yea r  as a teac he r ,  a n d  the  ref lec t ive  h o ld  o f  b e in g  a 
t e a c h e r  c o n t i n u e d ,  e v e n  t h o u g h  sh e  d id  less  w r i t i n g  a n d  t u r n e d  in to  
p h o to g r a p h y  a n d  visual w ork .

Helis diary, August 1997: I was really in trigued by  m y discovery that one can 
learn th ro ug h  art a nd  by p rod uc in g  art just as well as by  read ing  and writing. 
Art seem ed  a useful m e th o d  especially vvith the first-graders, w h o  have big 
differences in their reading and vvriting skills. A picture is neutral,  as everybody 
can d raw  and  look at pictures. The first-grades no longer felt so anxious  about 
learning to read and wirte, and siili everybody learnt those skills!

Helis teacher portfolio, 2000: Teaching is full of different encoun te rs .M y first 
ow n ' pup ils  still seem very dear and  im portan t  to me. It was w ith  th em  that I 
m ade m y  lirst effort to learn to let m y pupils  go and  to p repare  for ano ther  
group  of pupils ,  w o n d e r in g  h o w  m u ch  of myself I w o u ld  be able to give to the 
new  class? ( . . . )  1 though t it im po rtan t  to share w ith  them  the journey  to the 
source of m enta l  and  physical experietices. 1 m ean realistic siluations, w here  1 
vvould hear  the children Comment on things and see th em  act. ( . . . )  Starting a 
teaching career is very m u c h  like starting the ‘first g rade’. O ne has to accept the 
fact that one is not a skillul and experienced teacher, even with ali the knowledge 
and skills acquired  du r in g  teacher educat ion , but only a novice. The process of 
getting oriented  to w ork  and developing in it has been going on for a while, but 
only no w  do  I realize that I am, quite concretely, alone responsible for my class. 
This is a d ramatic realization, and  I will only be able to evaluate my performance 
af tersom e time. ( . . . )  1 c o u ld n ev e r  haveguessed  h o w m u c h  1 w o u ld le a rn  while 
teaching my first class. The fact that the cond it ions  were what they were was 
actually only fruitful for my grow th, a l though  it was really hard  going at times. 
W h en  1 no\v th ink  back  about my experiences three years ago, I can see that I 
came very close to the Reggian princip les (a m ov em en t oi art educat ion)  only 
by listening to the children.

A ny self o r  text is ‘n o t  as a line oi w o r d s  re leas ing  a s ingle  ‘th e o lo g ic a l ’ 
m e a n in g  ( the  ‘m essa g e ’ of an  A u th o r -G o d )  bu t  a m u l t i -d im e n s io n a l  space  
in w h ic h  a v a r ie ty  oi w r i t in g s ,  n o n e  of th e m  o r ig in a l ,  b le n d  a n d  c la s h ’ 
(Barthes 1977 ,  146). N ew  w r i t in g s  n e e d s  to he a p p re c ia te d  on  th e i r  o w n  
te rm s  ra th e r  th a n  from the  trad i t iona l  v ie w p o in t  th a t  w ri te rs  w h o  ‘e x p e r im e n t  
t e x tu a l ly ’ a re  so m eho vv  ‘a b d ic a t i n g  th e i r  r e s p o n s ib i l i t i e s  as q u a l i ta t iv e  
re sea rc h e rs ’ (D e n z in  1997 ,  5). T eacher  re sea rch e rs  w h o  e x p e r im e n t  w i th  
a r t s - b a s e d ,  l i t e r a ry  fo r m s  m a y  c r e a t e  th e  c o n d i t i o n s  fo r  lo c a t in g  n e w
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e p ip h a n ie s  vvithin tex ts  an d  p e o p le s  lives. T h e ir  texts  an d  se lves  are 
manifestations oi consciousness and artifacts to be analyzed and responded  
to (D iam ond Gr Mullen 1999, 22).

The connect ion  between  art education  and narrative research is obvious. 
In bo th  oi them, the core of action is to process with  seiI. Art, as well as 
writing, is a ntode of expression. F inding a voice shou ld  not be connected  
exclusively to vvritten forms of expression. For example, teachers do  their 
w ork  with their bodies ,  feelings, and  voices (in a biological sense). The 
tnode of expression could  be music, m ovem ents, pictures, poem s a n d  other  
artistic iorms as well. The question  oi w h en  we are ready to include these 
aspects into our  research protocoll is a matter  of time and  revolution in our 
academic attitudes. Coffeys (2001, 21) notions of alternative representational 
forms encourage to free oneself from traditional academic writing: Different 
represen ta tional forms (like collaborative writing, au tob iographical  texts, 
poetry, scripts and  perform ance texts) can better capture the polyvocality 
and  rhy thm s oi social life, and can aid more reflexive and  self-conscious 
approaches  to \vriting.

SHARED WR1TING EXPER1ENCE 

-  AWAKEN1NG NEW VOICES AND CHANCES

Similarly, teachers’ and  researehers’ vvork involves many intertw ined voices. 
O ne of the most p rofound  aims of writing is to find o n e s  ow n  voice, to ieel 
empovvered and renevved. O n  the o ther  hand , this may lead to need for 
change. Elbaz-Luwisch, Moen Gr G u d m u n d sd o t t i r  (in this book) point ou t 
that the p roduction  of narratives should  lead to honesty  in adm itt ing  failures 
and  criticizing o n es  ow n subjectivity. The very act of narra ting  a non-unita ry  
sell permits  greater self-knovvledge that is not merely em ancipatory  bu t  may 
also lead to im provem ents  in practice.

Evert though  w riting about o n es  life may help the voice to be iound  and 
heard, Elbaz- Luvvisch, Moen Gr G u d m u n d sd o t t i r  ( in this book)  claint that 
a voice may never exist in isolation. Voice never exists in a vacuum , it is 
never neutral. In add i t ion  to there being a voice that speaks the utterance, 
it is also im portan t  that there is som ebody  the utterance is addressed  to. 
Meaning and unders tand ing  are not elements that can be transferred from 
one person to another. Quite  to the contrary  they are created w hen  voices 
e n g a g e  in d i a l o g u e s  w i lh  e a c h  o t h e r  E lb a z - L u w is c h ,  M o e n  Gr 
G u d m u n d sd o t t i r  (in this book; also Ellis Gr Bochner 2000  733-768.) .

Diamond (1993) talks abou t the same th ing vvhen he says that th ink ing
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a b o u t  o n e s  sei f, t e a c h in g  a n d  re sea rch  are not g iven  b u t  are c o n s t ru c te d  by  
e ach  o f  u s  in c o m m u n ity .  By b e c o m in g  m o re  p re se n t  to each  o th e r  th r o u g h  
w r i t in g ,  each voice  can  redef ine ,  call to, a n d  a w a k e n  the  o th e r s  to reply. 
T h r o u g h  vvriting, w e tu r n  th e s e  ‘s e n s e le s s ’ u n k n o w n s  in to  m e a n i n g f u l  
s u b je c t s  for f u r th e r  d i s c u s s io n  a n d  th o u g h t  ( D ia m o n d  1 9 9 3 ,  5 1 7 ) .  T h is  
m e a n s  tha t ,  w i th o u t  c o l lab o ra t io n  it is a lm os t  im p o ss ib le  to find o n e s  real, 
a u th e n t i c  voice. E ven  D ia m o n d  (1 9 9 3 ,  5 1 3 ) ,  a v e ry  e x p e r ie n c e d  vvriter, 
w o n d e r s  in h is  a rt ic le  w e a th e r  he has  an y  voice in h is  a c a d e m ic  w r i t in g  
w h ic h  rem a in s  h is  o w n .  W e w o u ld  c la im , tha t  f in d in g  a voice is no t just 
a t t a in m e n t  o f resu lt ,  bu t  the  very p rocess  of s e a r c h in g  is va luah le  in itself. 
W e are  e n g a g e d  in a social act,  r e p re s e n t in g  a v e rs io n  of rea lity  th r o u g h  
v a r io u s  k in d s  o f  texts,  a n d  w r i t in g  a n d  re p re se n t in g  as in tegra l  e le m e n ts  of 
the  re sea rch  p ro c e s s  (Coffey 2 0 0 1 ,  10-13).

Leena, 2 May 20 01 ,  e-mail to Heli: But let us con tinue  o u r  discussion. It seems 
that the p r im ary  role of vvriting in m y hfe at ali t imes has been to search and 
construc t myself, vvhich is a lonely job. Writing to som eo ne  else and dialogue 
based on that vvriting clearly opens  up  new  perspectives and helps me to view 
th ings from a dis tance and  in a larger context.

Heli, 3 May, 20 01 ,  e-mail to Leena: 1 leel that this way of writ ing has a Special 
dep th ,  and I am  really happ y  ahout it! O urs to r ie s  m eet in this dialogue between 
narrators ,  vvhich will, in tu rn ,  shape ou r  respective stories and open  up  new 
perspectives and  paths.

F o r  h o th  o f  u s ,  s h a r e d  vvriting vvas n e w  an d  re f re sh in g  e x p e r ie n c e  after  
h av ing  vvritten a lon e  for a lo n g  t im e, an d  w e felt d e e p ly  in sp ired  by it. We 
n e v e r  q u e s t io n e d  th e  t ru s t  b e tw e e n  us,  n o r  e v en  ta lk e d  a b o u t  it really. 
E v e ry th in g  leit so  n a tu ra l  a n d  just vvent on . O u r  s to r ies  s ta r ted  to m a k e  a 
k ind  o f  ch a in  w h e re  the  l inks  c o n s is ted  oi p o in ts  of in te rsec t io n  betvveen 
o u r  s to r ies ,  vvhere th e m e s  p o p p e d  ou t.  W e d e c id e d  to  lo ok  b a ck  o n  o u r  
w r i t ten  m ateria l a n d  lind  so m e  th e m e s  tha t  had  se e m e d  especia lly  im p o r ta n t  
to us o ve r  t ime. W e p o o led  th e  fragm en ts  anti ‘a n s w e r e d ’ to  each o th e r  vvith 
fragm en ts  o f  o u r  s tories .  W e w o rk e d  q u i te  intuitively. W h e n  th in k in g  back  
to it now, a n o th e r  w ay  to find c o m m o n  th e m e s  c o u ld  have been  to  read  the 

w ho le  m ater ia l  tha t  each  o f  us  had .  C o u ld  it have  b een  equ a lly  ex i t ing  as 
o u r  w ay  o f  d o in g  it, w h e n  w c  c o u ld  still k e e p  o u r  secre ts ,  a n d  w o u ld  it 
have led to knovving too  m u c h  a h o u t  each  o ther?  T hese  are so m e  q u e s t io n s  
to  c o n s id e r  in th is  p rocess .

O n e  t u r n i n g - p o i n t  in  t h i s  p r o c e s s  o c c u r r e d  w h e n  th e  c o n c e p t  o f  
d u o g ra p h y  w as  in t r o d u c e d  in a b o o k  revievv in a F in n ish  e d u ca t io n a l  jou rna l

165



(Kasvatus 2/2001). A closer look at the references (D iam onds work) shovved 
that this was the concept to frame our  w riting process: d u og raphy  p rom otes  
reflexive Studies of the self and a trusted  other. D uography  is a collaborative 
form ot inquiry in w hich  two individuals reflect on  their  lived experiences 
th rough  respond ing  to one an o thers  stories. As a co-author, each then  acts 
as a know ing  partic ipan t in the o th e rs  deve lopm ent (D iam ond  &r Mullen 
1999 , 318).  D ia m o n d  &  M ullen  (1 9 9 9 ,  3 1 7 )  de f ine  d u o g r a p h y  as a 
retrospective written account that two people provide ot a selection ot events 
and  ideas taken from their  research lives. Similarly to an autobiography, a 
duog raphy  involves telling o n e s  ow n  stories. Like a biography, a d u og raphy  
also involves try ing  to u n d e rs ta n d  and  articula te  the stories of another .  
I nlike an au tob iography  or a biography, a duography  features tu rn - tak ing  
in writing and  response to produce  a duologue (D iam ond &  Mullen 1999, 
318).

We realized tha t d u o g ra p h y  was so m e th in g  we vvere actually  already 
doing: O u r  stories were conversing  and  in tersecting  on  certain co m m o n  
them es.  VVe dec ided  to co n t in u e  f ind ing  m ore c o m m o n  th e m es  in o u r  
au tob iograph ies  and  to con tinue  shared  vvriting ab o u t  do ing  a research. 
This is also a m en to rsh ip  relationship that acts b o th  ways and  an interesting 
experim ent of superv is ing  a doctoral s tuden t in a novel way. O u r  vvriting 
became more conscious and started to include conversation about this inquiry 
process. VVe have b e g u n  to vvonder if this also signifies a change in our  
relationship: vvriting has tu rned  to he part of research and not so ‘fun’ and 
spon taneous  any more. Are vve vvriting because vve knovv vve could p roduce 
a good piece oi narrative research vvith this experim ent?  That is a ques tion  
of honesty and decept ion  (Coffey 2001 , 16).VW may also be vvriting about 
o u r  f r iends ,  family, en e m ie s ,  co l leagues  etc. Hovv do  vve ba lance  o u r  
responsibilities to them , our  em otional com m itm en ts  and the au tho r ing  of 
the research text (Cotfey 2001 , 16)? Are vve able to ‘rem ain ’ as o pen  as vve 
have been up  tili novv or is o u r  relation stressed vvith the facts that one of us 
is in the  p o s i t io n  o f  e x p e r ie n c e d  p ro fe s s io n a l  vvhile a n o t h e r  is u n -  
experienced, beg inning  researcher? Reflection on  o u r  relation is certainly 
needed and talking, vvriting and analysing it vvill be one of the topics along 
the process.

Lomax (2000, 51) conceptualizes a relation based on  differential authority 
or collegiality as an educative one. She th inks that an educative relation is 
a direct relation vvithout ritual and  inc ludes the idea that there vvill be 
learning and im provem ent (change) that involves bo th  the self and other 
in d e p en d e n t ly  an d  resiprocally. As the relation progresses , each person 
becom es more consciously avvare oi themselves and hovv others  see them. 
There are tvvo co m p o n en ts  in it: The in tra-subjective dialectic and inter-
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su b jec t iv e  clialectic. In t ra -sub jec t ive  dia lec tic  is the  p ro ces s  th ro u g h  w h ic h  
o n e s  o w n  u n d e r s t a n d in g  is t r a n s fo r in ed  as o n e  en gag es  in the  s tru gg le  to 
re p re se n t  w h a t  o n e  m eans .  T he  in te r -su b jec t iv e  d ia lec tic  is an  e n g a g e m e n t  
w ith  i tnag in ed  o r  ac tua l re sp o n se s  o f  o th e r s ,  vvhere the  act of re p re se n t in g  
is in t e n d e d  as an  in v i ta t ion  to o th e r s  to engage.

T h e  q u e s t i o n  w h e th e r  th e  Story th a t  p ro g r e s s e s  a lo n g  the  p ro c e s s  o f  
d is s e r t a t io n  is t r u e  o r  at least a u th e n t i c  h a s  m a n y  answ ers :  T he  fact tha t  
s to r ie s  are  a lw ays  w r i t te n  in a ce r ta in  c o n te x t  an d  s i tu a t io n ,  w e  w o u ld  ad d  

in c e r t a in  v ievv po in ts ,  t h o u g h t s  a n d  p u r p o s e  in m i n d ,  th e y  a re  ah v ay s  
in t e rp re te d  a n d  reco l lec t io ns .  T h e  s to r ie s  w e  have  a lr ead y  w r i t te n  a b o u t  
o u r  lives are  a lso  c o n s t ru c t io n s  o f  t im e  a n d  c u l tu re  w i th  m a n y  vo ices  in 
th em . W e are  c re a t in g  o u r  s to r ies ,  as the  c o m m o n  o n e  too , they  are not 
th e re  vvaiting to  b e  fo u n d  ( H u t t u n e n  &r K akkori  m  th is  bo o k ) .  T he  o n ly  
t r u th  is tha t  w e can  n ev e r  c a p tu r e  e x p er ience .  T he  goal o f th is  k in d  o f  w o rk  
w o u ld  ra th e r  b e  rep re se n ta t io n  a n d  to evo ke  in read e rs  a feeling th a t  the  
ex p e r ie n c e  d e sc r ib e d  is lifelike, be lievab le ,  an d  poss ib le .  R eading  a b o u t  it 
c an  give v ica r io u s  ex per ien ces .  (See Ellis &r B o ch n e r  2 0 0 0 ,  7 5 0 -7 5 1 . )

T he  follovving is a sh o r t  e x a m p le  o f  the  d ia lo g u e  betvveen f rag m en ts  of 
o u r  stories:

V o i c e s  o f  a  w o m a n , a  m o t h e r , a  r e s e a r c h e r

-  C O N FL IC TS BETWEEN WORK AND FAMILY

Heli, 20  Dec. 1995, diary: It is an avvfully big decis ion  to choose betvveen a 
career and a family. Traditionally, the  vvoman has been the ”spirit '’ of the hom e, 
w h o  gives hi rt h to lovely ch ild ren  fathered by her  h usband  and  takes care of 
the h om e and  the housekeeping . I have noticed  tha t  am bition  in a vvoman is 
often considered  merely a desire for ’free life’ ou ts ide  the family, m ean ing  
ex tram ar i ta l  re la t io n sh ip s .  1 vvant to  b e c o m e  a m o th e r  and  to see hovv 
m o th e rh o o d  an d  family help  me g row  as a h u m a n  being.

Leena 2 May, 20 01 ,  e-mail to Heli: Your text m ade me recall myself at the age of 
thiny. D uring that particularly year, very many things happened  in m y life: I got 
m arried , ga ined my doctora te  and had  my (irst b a b y  ali vvithin a year! And my 
personal stage of grovvth vvas quite  different from the stage you are in novv. 
W hen , after the public  debate ,  m y superv isor  and o p p o nen t  encouraged m e to 
continue research, I thought: You can say vvhal you vvant, but I vvill stay at home 
and concen tra te  on my family! You knovv th ings d id not go that vvay, as my life 
simply took  a dtf lerent course.
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Heli, 3 May, 2001 ,  e-mail to Leena: M o the rh oo d  has m a d e  me almost euphoric  
ab ou t  ali the beauti lul th ings in lile! A llhough  1 stay up  m ghts  and  feel li red, 
each day conta ins  such  m o m e n ts  of great joy  that they he lp  m e go on. Maybe, 
after five years, 1 will consider  myself crazy to have been  d o in g  research  and 
staying up  m ghts  vvith a baby! Today, however,  1 vvish 1 co u ld  see th is  t ime as 
equally rewarding later as 1 do  now, tho ug h  1 som etim es do  feel bo the red  by the 
role expecta tions applied  to m o th e rh o o d  by outsiders . Some of the  people  1 
k n o w  seem to d isapprove  of m y choices an d  con s id e r  me a hard  m o th e r ’ 
because 1 value my ow n goals so highly. This is so m eh o w  the cu lm ina t ion  of ali 
pre judices leit against researchers: a researcher as a m o th e r  m us t be the worst 
of ali. I m  sure  1 will have to  w ork  to find a balance betvveen these th ings  in the 
future, too

Leena, 4 May, 2001 , e-mail to Heli: Heli, you are s ta r t in g a  career as a researcher 
and  have just becom e a m o th e r  for the lirst time, You are p o n d e r in g  about the 
conflicts betvveen being  a m o th e r  and  being  a researcher. Maybe I have been  
too naive myself, or else 1 have just felt that this is the road 1 should  choose, that 
1 have been given this choice , w h ich  is different from the choices of many  
others, and  that it somehovv chose me and  I shou ld  only be gratelul. And 1 have 
certainly often apprec ia ted  the flexibility of this job. Actually, in tha t  respect,  
p rolessorship  is a very good  job for a mother! And it is not really diilerein from 
any o ther  job. Only  there is this b u rd e n  of myths. L ook ingback ,  hovvever, 1 feel 
that if 1 had been  able to say n o ’ at som e po in t ,  1 m ight have avoided  som e of 
the prob lem s Lm struggling vvith novv. My ch ild ren  have grow n used to this job  
an d  vvay oi lile, bu t  1 still vvonder vvhat it may m ean  to th e m  later in lile.

Heli 4 Sept. 20 01 ,  e-mail to Leena: 1 have been  th in k in g  about vvhat k ind of a 
researcher I consider  myself a nd  vvhat 1 th ink  oi th is si tuation. And 1 have also 
been vvrestling vvith the very idea of vvhether 1 vvill have the courage to go on  as 
a researcher  an d  vvhether 1 vvill have en o u g h  s t ren g th  for it. The mental 
resources I derived from my m as te rs  thesis have been  very helpful in my vvork. 
Efforts to construc t and analyze o n e s  identity  m ake  one  feel vu lnerable  and 
depleted . Maybe 1 have been atraid oi not be ing  able to m ake it alter ali.

Leena, e-mail to Heli, 17 Sept. 2001: You are p o n d e r in g  ab o u t  yoursell as a 
researcher and  vvondering il you dare to start a research  career an d  if you vvill 
have enough  s trength  for it. You vvent th rough  a m a jo r  process of grovvth vvhile 
do ing  y our self-s tudy an d  vvriting y ou r  m as te rs  thesis, and  m ore  or less alone. 
T hen  I did not hear  trom  you until  the  graduate  school began. And even then , 
y ou  hesitated abo u t  enro lhng .  I rem em b er  1 vvas myself alraid you might not, 
after ali. And even so, 1 have often leit d o u b tlu l  abo u t  encourag ing  som eone  to
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b ec o m e  a researcher. W ha t  il teaching or som e o th e r  job w ou ld  be be tte r  for 
th is  part icu la r  person? In the case of som e doctoral s tuden ts  halfvvay th rough  
the i r  projects, I have been  fairly certain that lt vvould have been better  for them  
to do  so m e th in g  else, bu t  then  the s i tuation has sud den ly  cleared and  the 
person has completed his or her dissertation without any dramatic complications

Heli 4 Sept. 2 0 01 ,  e-mail to Leena: 1 u nd ers tan d  w hat identity  w ork  and 
o pen n ess  to o n es  sell means. That has m ade  me less of a perfectionist and 
m ore  merciful tow ards myself. 1 am  now  better  able to recognize m y limits and  
resources and  adm it that 1 do not have to accom plish  everything. It vvas in one 
of the graduate  school meetings, w here  we were told that one can gtve up  even 
this project, that I p robab ly  first realized that I am the one to m ake the choices, 
and  that this is only a project to p ro d u ce  a doctoral dissertation, but also vvork 
to make myself grow and  discover new opportun it ies  and  meanings, w h ich  will 
resull in a d isserta tion  as an inevitable outcom e. O ne part of me said: OK, if it 
gets to be too hard , you can alvvays quit. Alter that , it has been easier to 
b reathe. W hat 1 feel to be dif licult about m y curren t si tuation is that 1 ahvays 
seem to be som ew here  else and never w here  1 sh ou ld  be or w here  things are 
happen ing .  1 w ou ld  love to w o rk  closer to the university now. It is peaceful to 
w o rk  at hom e, bu t  I som etim es  feel 1 will go crazy looking  at these sam e four 
walls for days on  end. I have no lellow w orkers,  and  I am  a sociable person. But 
there are good points, too. 1 have more time for my family than I w ould  il 1 were 
teaching. For once, 1 have time to th in k  about matters, and this dis tance from 
the university  m ay  also be good: there are so m any stimuli there that I might 
easily be dravvn in to  som e secondary  projects, such  as teaching.

Leena, e-mail to Heli, 17 Sept. 2001: It seemed com forting  to read y o u r  text. 
You are avvare of your  ovvn choices. Maybe narrative research will signily an 
inevitable, th ou gh  som etim es painful, process of grow th  for you. In m ost cases, 
th ou gh  not always, this process ultimately tu rns out well. You have con tinued  
despite hardships.  I guess th a ts  w hat 1 have done, too. Even w h cn  one leels 
onesell w o u n d ed ,  one can go on and  lind new  paths and perspectives to oneself 
and o n es  work. For you, w rit ing  a dissertation is like any o ther  w ork  with its 
good and  bad points. T h a ts  how  it shou ld  be. T ha ts  ho w  1 th ink  about w ork 
myself: 1 k n o w  som eone  else w ou ld  do things differently, but as I am here, ali 1 
can do  is to do  research and  teach the way can, avvare and conscious of my 
strengths and limits. I certainly ollen feel inadequa te  in this job, as if 1 were on 
an alien planet in the academ ic World. But th is research g roup  has given me so 
m uch. I feel that each of us has a right to be vvhat we are and  to do  the k ind  of 
research that we consider  im po rtan t  and that has given us so much.
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CONCLUSIONS

In education science, the narrative approach is now appreciated widely. 
W riting  about ones life is narration, and there may be many smaller stories 
and voices intertvvined w ith in  the main Story. On the other hand, vvriting 
as action is essential way to produce material for narrative inquiry. The 
stories to be analysed in research must be told lirst. Stories may change over 
time, new stories constantly emerge to enrich the old ones. We are dealing 
w ith  diherent re-constructions and recollections o f life. According to Colfey 
(2001, 20), w r it in g  involves a practica l accom plishm ent o f lite ra ry  
conventions, but also serves as a mechanism through which we express, 
co ns truc t and represent o thers an ourselves. T h is  s ituates e th ica l 
representation w ith in  broader understandings o f the relationships between 
researcher and researched, and develops the idea oi the reilexive practitioner 
of author.

The researcher is challenged to face material that may touch h iin  or her 
in very meaninglul way. The storywriter may also change remarkably through 
autobiographical approach to his or her own life. W riting  as a process of 
data transcription, editing, authonng and representing is a crucial point in 
the narrative research process (Coliey 2001). It alvvays challenges the 
researcher to reflect his or her own identity and leelings through someone 
elses story. In our opinion, the power of w ritingshou ld  be discussed seriously 
now that the narrative approach is gaining ground in education science. 
VVriting an autob iography or m aking notes re llec tive ly  is c ruc ia l tor 
docum enting and evaluating ones w ork and decision m aking during  a 
research process.

VVriting for academic publication is usually like ‘kn itting  according to 
the intentions of others’ (Pessoa 1991, 7). O nly more personal vvays oi 
vvriting or narrating can provide the language o f adventure, self-exploration, 
and growth (D iamond 1993, 512). To reach that level oi thought and 
expression, we would claim that researchers must also write about themselves. 
Reading other peoples’ stories, sotue o f them very touching, is not just 
reading, but try ing to understand and reflect the life of someone else. This 
means that, in order to understand someone else, one has to understand 
and rellect oneself lirst, or to stand by while reading someones Story. These 
thoughts and experiences inevitably direct the researchers own vvay of 
expression. It is therefore important also to write about this in the research 
report (see Coffey 2001, 1-32; Ellis &r Bochner 2000, 733-768).

Narrative provides autobiographical opportunities tor each oi us to gain 
a distinctive presence w ith in  a series of registers that we can use to explore
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th e  b ip o la r i ty  o f  o u r  li rst a n d  th i r d  p e r s o n  v o ices ,  i.e. o u r  p r iv a te  a n d  
p u b l ic ,  fic ti tious an d  factual selves. P resence  is e s tab l i sh ed  vvhen th o u g h t s  
a n d  feelings are called  fo r th  by  a n d  in c o m m u n i t y  ra th e r  th a n  in iso lation . 
T h e  d e v e lo p m e n t  of the  self a n d  its d ifferen t levels of co n sc io u sn e s s  takcs 
p lace  b o th  in t ra -  an d  in ter-personally .  Self is p e rh a p s  a re iä tion  ra th e r  th a n  
a th in g  (D ia m o n d  1993 ,  512 ; L ait inen in th is  b oo k .) .

W r i t in g  a c q u ir e s  different fo rm s  a n d  fu n c t io n s  o v e r  t im e a n d  de v e lo p s  
th r o u g h  p e rson a l  processes .  E veryone  has  h is  o r  h e r  ovvn style of w ri t in g ,  
a n d  the  m e a n in g  o f  th e  text is in h e re n t  in the  langu age  u sed .  As re sea rch e rs  
we can  ask  easily, have  y o u  w ri t ten  for yourse lf  o r  w ith  a th o u g h t  of h a v in g  
it read  by  so m e o n e ?  T he  a t t i tu d c  to  vvriting aflects th e  re su l t in g  rem arkably . 
D ia m o n d  (1 9 9 3 ,5 1 7 )  States, vvhen th o u g h t  a b o u t  self b e c o m e s  o u r  cen tra l  
text ,  the  self w h o  later read s  the vvriting is d ifferent from  the  a u th o r  self 
vvho orig inal ly  vvrote it. G a in ing  p e rspec t ive  on  self by  b e c o m in g  avvare of 
the  p o ss ib il i t ies  th a t  are  available  w i th in ,  vvithout, a n d  over  t im e  b r ig s  u s  
c lo se r  to  d e v e lo p in g  a u th e n t ic  voice. N arra t ive  se l f - in q u iry  en ab le s  u s  to 
s p e a k  for o u rse lv e s  a n d  to feel h ea rd .

Leena, 3 Sept. 2001 ,  e-mail to Heli: Hovv m any voices can vve hear call ing us in 
o u r  vvork today? There are voices of teachers and  researchers from the past, 
voices from o u r  personal his tory and  yet others from o u r  con tem p ora ry  life 
si tuation. But underly ing  ali these voices, there are the voices of children vvho 
need to be hugged  and held , not only by us but by the people vvho have the 
love, vvisdom and  s trength  to vvork as educators  in the future. It seems to me 
that the  m ost crucial voice calling bo th  educational researchers and teachers is 
the same: tha t voice calls us to vvork for a better  vvorld for ch ild ren  and 
adolescents . Each of us can personally  accomplish so little, but every encoun te r  
involves a new  possibility.
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T h i n k  g l o b a l  -  n a r r a t e  l o c a l





In this section you can read the voices of teachers w ho  hail from the Arctic 
Circle to the Middle-East. The articles included in this section also provide 
an extremely clear ou tlook  illustration of narrative research in action. In 
their article W h o s e  re fo rm ? ,  Eila Estola and Leena Syrjälä s tudy Finnish school 
reform s and changes as moral voices in teachers’ stories. The d em an d s  of 
official school reforms are often confusing  and  contrad ic to ry  to teachers 
because the language of practice regarding changes in the classroom often 
differ from the language of administrative practice. Estola and Syrjälä make 
the a ssum ption  that there is a distinction between the administrative language 
of justice and  teachers’ language of care. Language of justice aims at action 
that is com patib le with certain collective rules, vvhile the language of care 
concerns relatedness and  responsiveness. Estola and  Syrjälä asked teachers 
to describe schools reforms and changes in the classroom and the way in 
which they translated the moral language of adm inistra tion  into their ow n 
language as teachers.

In their article T he  m u l t i v o ic e d n e s s  of c la ssro om ,  Sigrun G udm undsto t t ir ,  
Torill Moen and  Freema Elbaz-Luvvicsh discuss the contribu tion  of Bakhtins 
ideas to educational narrative research. The writers consider  Bakhtins ideas 
to be extremely useful w hen  in terpreting teachers’ stories about classroom 
practice. They claim that the voice of narra tor  never exists in isolation from 
the voices of o ther  actors? Individuals alvvays exists in relation to o thcrs 
and  are involved an endless  d ia logue with others.  B akhtins  focus is on 
voices vvhich engage each other, and which  together create meaning. The 
writers provide two examples oi how Bakhtins w ork  has illuminated their 
ow n u n d ers tand ing  about teachers’ voices. The first example concerns an 
in te rac t ion  be tw een  a N orw egian  teacher  and a pu p il ,  and  the second  
involves the life stories of tvvo Israeli teachers.

Geert Kelchtermas and Katrijn Ballet have studied  the stories of Belgian 
teachers just beginn ing  their  vvork. In their article L e a r n in g  h o w  to p la y  the  
g a m e  they present a single case Irom the perspective of micropolicy. At the 
start of their career, most prim ary teachers in Belgium -  similarly to those 
in Finland and Israel -  are given full responsibility for a g roup  of pupils. 
At the same time they also have to find and negotiate their place as a m em ber  
of the school organization. The school as an organization lives and is guided 
by certain trad itions an d  habits  -  most of w hich  are unw ri t ten  de facto
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prac t ices .  T h e  n ew  te a c h e r  is c o n f r o n te d  w i th  a m ic ro -p o l i t ic a l  rea lity  in 
h is /h e r  job s i tu a t io n .  W ri te r s  def ine  m ic ro -p o l i t ica l  reality as  the  Strategies 
a n d  tac t ics  u s e d  by in d iv id u a ls  a n d  g ro u p s  in a n  o rg an isa t io n  in o r d e r  to 
p ro m o te  th e i r  in terests .  As s u c h ,  th e  m ic ro -p o l i t ic a l  p e rspec t iv e  d ea ls  w i th  
a n  essen tia l  d im e n s i o n  in o rg an isa t io n s :  m ic ro -p o l i t ic a l  p ro c e s se s  s im p ly  
o c c u r  in  a n y  o r g a n i s a t i o n ,  in  p r o c e s s e s  o f  c o l l a b o r a t i o n  as w e l l  as in 

res is tance . N arra t iv e  research  is u se d  to reveal th is  m icro -po l i t ica l  rea l i ty  
In h e r  ar t ic le  W here is the child?, Eila E sto la  e x a m in e s  the  c o rp o re a l  reality 

ot te a c h e r s ’ w o rk .  E sto las  art ic le  has  its has is  in p h e n o m e n o lo g ic a l  b o d y -  
ph i lo so p h y .  Esto la  c la im s  th a i  th e  b o d y  is a s ig n if ican t  p a r t  o f  te a c h e rs '  
iden ti t ies  a n d  w o rk .  E s to la s  na rra t ive  d a ta  c o n s is ts  o f  te a c h e rs ’ d ia r ies  a n d  
e x a m p le s  c lrawn Irom  th e i r  daily  w o rk .  Esto la  focuses h e r  analys is  o n  the 
q u e s t io n  o f  h o w  a n d  w h a t  tea c h e rs  reveal a b o u t  the  b o d y  in the i r  na rra tives .  
Estola a t t e m p t s  to q u e s t io n  the  p re s e n t  w ay  o f  see ing  m in d  a n d  b o d y  as 
sep a ra te  a n d  th e  b o d y  as s u b o r d in a te d  to the  m in d .  Local narra t ive ,  global 
b o d y
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Eila Estola &  Leena Syr j älä

W HOSE REFORM?
T e A C H E R S’ VO ICES FROM SILENCE

In th e  1970s, th e  D ep artm en t o f E d u ca tio n  in H elsink i w as h o u se d  in  an  old tvvo- 
floor b u ild in g  close to  th e  M arket Square  and  th e  C a th ed ra l. 1 a lw ays leit c o n lin e d  
th e re  an d  w as no t really  in sp ired  by m y m in o r  sub ject S tudies. It w as sp rin g , and  
m an y  th in g s  \vere go in g  o n  at the u n iv ers ity  W e w ere  ali b e co m in g  increasing ly  
avvare o f th e  rad ica l s tu d e n t policies. T he can teen  w as a tn u c h  tn o re  in te res tin g  
p lace  th an  th e  c ra m p e d  o ld  library. W hile  1 w as s tu d y in g  for m y final ex am  m  
ed u ca tio n a l sc ience, I heard  that the  co m p reh en siv e  schoo l c o m m ittee  w ere w ritin g  
th e ir  report u p sta irs , and  that p ro fesso r K oskenn iem i usually  asked  a few qu estio n s 
ab o u t th is statevvide sch o o l refo rm  in h is oral ex am in a tio n . 1 th e re lo re  h ad  to  lind 
o u t p e rso n ally  a b o u t th is  m a jo r upheaval oi sch o o l life in  the  1970s. A ften v ard s, 1 
have o llen  w o n d e re d  h o w  lar from  the  reality oi sch o o l life s tu d e n ls  oi ed u ca tio n a l 
sc ience w ere  at that tim e an d  su sp ec ted  that th e  co m m itte e  vvorking u p sta irs  never 
got c lo ser to  real life th an  th e  s tu d e n ts  d o w n sta irs  - an d  w e k n e w  n o th in g . For m e, 
the  sch o o l re fo n n  rem a in ed  a m ystery, an d  1 have sp e n t a lifetim e try ing to  sh ed  
light on  th a t m ystery , fully avvare th at th ere  are no  co rrec t Solutions.

Th is  is h o w  L ee n a , th e  o ld e r  o i u s , re c a lls  h e r  e x p e r ie n c e s  o f  th e  m a jo r  

sc h o o l re fo rm  as a y o u n g  s tu d e n t.  VVhile a n a ly z in g  te a c h e r  b io g ra p h ie s  for 

th e  p a s t few  y ears , w e  h a v e  o lte n  c o m e  a c ro ss  p e o p le  w h o  have  lab e lled  u s  as 
o u tm o d e d  o p p o n e n ts  o f  c h an g e . S u ch  c o m m e n ts  h av e  b e e n  p ro v o k e d  e sp ec ia lly  

b y  o u r  s to r ie s  o f  te a c h e rs  vvho teli a b o u t  th e ir  v o c a tio n , love o f  c h ild re n  a n d  joy 
oi w o rk . O u r  o p p o n e n ts  c la im  vve h av e  o n ly  re ce iv e d  s to r ie s  fro m  e ld e r ly  sc h o o l 

m is ire sse s  n o s ta lg ic  for th e  g o o d  o ld  lim es. A llh o u g h  w c  h av e  a lso  d e sc rib e d  

th e  c o n flic ts  a n d  b a ttle s  of te a c h e rs  in th e  tu rm o il  o f  sc h o o l re fo rm , vve h av e  

b e en  c ritic ize d  fo r ro m a n iic iz in g  th e  c a re e rs  of so m e  e x c e p tio n a l  te a ch e rs , vvhich 

a c tu a lly  in v o lv e  n o  c h a n g e  b u t  r a th e r  s ta g n a tio n  a n d  s ta n d s til l .
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We therefore posed ourselves this question: are vve still as far from the 
real World of school life and the real changes as vve vvere as young  students? 
Do vve unders tand  sulficiently well vvhat the efforts to change school really 
m ean  and  how  teachers  perceive schoo l reform s? G u d m u n d s d o t t i r  has 
described school reforms as messages from politicians to teachers and  into 
classrooms. The reception oi messages has been described (C uban  1993) as 
a hurr icane that makes the surface oi the sea ch u rn  vvith waves, b u t  leaves 
the deeper layers cal m.

YVhile analyzing the biographical Story of one teacher, Helena (Estola &r 
Syrjälä 2000), we realized that a l though  the justifications for change may 
be external to school and also echo the cultural traditions and  the political 
situation, real change can only take place w h en  teachers integrate the idea 
of change into the ir  ow n  in tentions .  Helena d id  no t  sp o n ta n eo u s ly  teli 
abou t school reforms, until we asked her abou t  them. Nevertheless, Helena 
had been developing her w ork  more than  most others, bu t  she talked about 
the changes she had  accom plished  in her  ow n  personal style and  th rough  
actions taking place in her classroom.

We hence considered it in teresting to find ou t what,  if anything, teachers 
say about changes and school reforms. The idea ot school reform as a message 
encouraged us to analyze change as a moral voice, w h ich  speaks in a different 
language in each context. O u r  assum ption  was based on the (indings that 
have made a d istinction betvveen the adm inistrative language of justice and 
teachers’ language o fca re  (N oddings  1992; Thayer-Bacon 1998). The former 
has also been called the language of the father and  the latter the language of 
the mother. The language of adm inistra tion  is the language of justice, which 
aims at action com patible with certain collective princip les or rules, while 
the basic principles of the language of care are relatedness and responsiveness. 
We therefore asked how  teachers (most of w hom  are w om en)  describe school 
reforms and changes in the classrooms and how  they ‘translate’ the moral 
language of adm inis tra tion  into their own language of teachers.

We decided to focus on the com prehensive school re fo rm 1 which was 
the biggesl reform of educational policy ever im plem ented  in Finland. The 
reform basically aim ed to enhance educational equality in a welfare State by 
providing ali children equal opportun it ies  for social progress regardless of 
where they lived an d  what social status they had. Prior to that, F in land had 
had a parallel school system, vvhich inc luded elem entary  school for 8 years 
and  an op tiona l  ju n io r  seconda ry  school,  for w h ich  vo lun tee rs  applied  
and wrote an en trance exam ination.  F innish  ch i ld ren  start school at the 
age of 7, and there is no com pulso ry  pre-school or k tndergarten2.

This p ro found  reform of the s tructure  of elem entary  school took place in 
the 1970s, w hen  the 9-year com prehensive school system was im plem ented.
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The state was to take care of ali citizens and to provide welfare for ali. The 
com prehensive  school reform aimed to solve the p roblem s of hasic education  
in a m a n n e r  almost opposite  to those applied elsevvhere in Europe, with 
the exception  of easternm ost Europe. The developm ent of com prehensive 
school over  the follovving decades can be divided into three stages.

Volanen and Mäkinen (1997) and Volanen (2000) have discovered three 
stages in the com prehensive school reform. The first stage was the transitional 
com prehensive  school w ith  a s tream ing system from 1972 to about 1985. 
This was lollowed by the m ature  com prehensive school, where streaming 
was replaced by Special instruction , up  tili the early 1990s. The third stage 
of com prehens ive  school, hovvever, has been more teacher-oriented , and 
the co n tr ib u t io n  of teachers to change has been regarded as increasingly 
im portant.  A further typical feature has been the severe cuts on  financial 
resources justified by the econom ic recession.

The first stage of the com prehensive school reform was a clearly politico- 
adm inistra tive reform, w h ich  was im plem ented  by issuing adm mistra tive 
directives. The reform was p lanned  and im plem ented  th ro u g h  extensive 
com m ittee  w ork ,  and the F innish  parliam ent finally passed a lavv and a 
s ta tu te  on c o m p re h e n s iv e  schoo l.  The refo rm  w as  a c c o m p l ish e d  as a 
technical p rocedure ,  in-service education was p rovided  and new  materials 
were m ade available to teachers.

R e a d i n g  S t o r i e s

We read teachers’ autob iographies  with an eye on how  teachers taik about 
school reform s and changes. O u r  approach  is narrative and  hence inherently  
concerned  with change (Clandinin  &r Connelly 2000). Geertz (1995, 1-2 ) 
c la im ed  tha t  n o th in g  can  ever  be d esc r ib ed  as a s ta tic  th in g  because  
everything keeps changing there seems to be no place to stand so as to 
locate just w hat has altered and h o w ’. The stories were p roduced  by teachers 
for a re se a rc h  p ro jec t  in d if fe ren t  w ays an d  in r e sp o n se  to d if fe ren t  
in s t ru c t io n s  (see Teachers in C hange) .  Part of  the  material cam e Irom 
interviews, while ano ther  part consisted of written autobiographies. Some 
of the stories were p roduced  in response to a general instruc tion  to teli 
a b o u t  th e i r  lives. Som e m a te r ia l  ca m e  f rom  a b io g r a p h ic a l  w r i t in g  
com peti tion , for vvhich the participants were encouraged to vvrite especially 
about the changes in their w ork  consequent to changes in Society and school.

Having read more than a h u n d red  stories, we were astonished at how 
little these teachers talked abou t the com prehensive school reform or any 
o th e r  schoo l reform . lns tead ,  the)' desc r ibed  in detail ch a n g es  at the
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classroom level instigated by lactors o ther  than administrative reforms. We 
especially noiiced that the teachers com m en ted  on these changes em otionally  
a n d  a r g u m e n ta t iv e l y ,  s o m e t i m e s  w i th  a s e n s e  of d i s c o r d a n c e  a n d  
d isappo in tm en t,  som etim es vvith fervour and  en thusiasm , as il the rh y th m  
of the narrative had reflected the variable rhy thm  of everyday teaching (cf. 
Connelly et ai. 1997).

The au tob iograph ies  w ere  retrospective, and  we sh o u ld  bear  in m ind  
that they vvere events are ahvays in terpre ted  in the con tem porary  light, and 
the ‘p u rp o se  of and  aud ience  lor the rete llings m ay color w hat is to ld ’ 
(Mitchell &r W eber 1999, 12). We had, however, stories told for different 
p u rp o se s  an d  ad d re ssed  to d if fe ren t  o rg an iz a t io n s ,  an d  we can h en c e  
consider  the ou tcom e of the analysts sufficiently diverse. We also had stories 
told by male and female teachers of different grades and of different ages, 
living in different parts of Finland ( though  a large majority vvere vvomen). 
We p icked  up  those in vvhich the teachers at least briefly descr ibed  the 
com prehensive  school reform. As a result vve had 18 stories, 2 by m en  and  
16 by vvomen. We have four teachers as ‘key’ stories vvhom vve call by 
(p seudonym ous)  names. The so lution  has its pitfalls, it m ight make the 
anonym ous  stories seem less im portant.  This was not our  aim, neither  vvas 
bo the r ing  readers by too m any names. The key stories vvere selected in 
order  to present different vievvs and vvays they describe the school reforms 
and  to em phasize  that schoo l reform s as vvell as ali the changes at the 
c la s s ro o m  level are p a r t  of the  te a c h e r s  p e r so n a l ,  b io g ra p h ic a l  Story 
( G u d m u n d sd o tt i r  &r Flem 2000).

Voice’ is a concept that has been used to refer to very m any things (Elbaz 
1991; Freeman 1994). For ns, Voice’ is a m etapho r  applicable to teachers, 
w ho act in contexts vvhere they hear and  participate in different discourses. 
Also Wertsch (1991 , 51-52) has been inspiring for as he vvrites: 'Meaning 
can com e into existence only vvhen tvvo voices com e into contact: vvhen the 
voice of the listener responds  to the voice of the speaker’. Teachers are 
im plem enting  the com prehensive school reform th rough  the discourses in 
vvhich they participate or th rough  the voices they use. We, as researchers, 
vvish to continue this chain: having listened to the voices of teachers, vve 
aim to generate m eanings for these teacher stories th rough  ou r  ovvn academic 
discourse by reflecting on vvhat the stories m ean to us, ralher ihan vvhat the 
stories meant to the teachers (Moje 2000).

We approached  our  material based on F reem ans  (1994) argum entation  
that researchers should  analyze language as a socially construc ted  discourse. 
The substance of teacher stories is shaped  by the vvay in vvhich they are 
told. Freeman suggests that,  apart from assum ing  teachers’ knovvledge to he 
evident in the language they use (representative use of language), vve shou ld
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pay more attention to how data are presented in language. T he presentational 
view assumes that language is both the vehicle and  the substance of 
p ar t ic ipan ts’ meanings. ( . . .)  Thus in this presentational approach, the 
teachers words are taken for vvhat they are as well for what they say. To 
work with language data one must look at not only w h a t  is said but also h o w  
it is said ’ (Freeman 1994, 83). According to Freeman, we need three 
approaches to understand how teachers construct their knowledge through 
language. Firstly, we should analyze linguistic expressions, for language 
dcpends on a speech community to create and sustain meanings’ (p. 85). 
If, therefore, the language of administration is different, teachers have to 
translate it into their own language. How is that donc? Secondly, we should 
consider the Voice’, and thirdly, we should find out where the voice comes 
from. '11 voice is a fabric of language, one needs to examine the references 
and sources for the various threads out of which it is woven.’(p. 87.)

The m etaphor of voice also inherently implies that not ali voices are 
equally loud. Teacher research has frequently shown that teachers’ voices 
may not be audible ( Elbaz 1991). VVe were especially intrigued by this idea 
of silence and inaudible voice. Could researchers be sensitive enough to 
hear even the nearly inaudible voices? VVe wanted to try.

The paper oi Rogers et ai. (1999) helped us to read the stories in a way 
that brought us closer to topics that are difficult to taik about or hard to 
idcntify. The authors highlight the need to analyze language and discourse. 
They point out that language is used to express such things as the process 
of remcmbering, uncertainty, the process oi imagining, iclentifying, and 
selecting. We also paid attention to metaphors, which may explicate 
som ething that is otherwise unsayable. Lakoff Sr Johnson (1999) have 
described metaphors as language with a material background, vvhich is 
why they reflect well the h u m an  experiences. M etaphors  are 'dense 
descriptions’, vvhich effectively reflect the narrators experiences in symbolic 
language or by juxtaposing tvvo different phenomena. Teachers described 
themselves as runners with ’m u s c l e s  fu ll  of  lact ic acic l ’ or as a choir vvho ‘ 
sc mg  to  t h e  c o n d u c t o r s  c u e ’, while one teacher said she ’f e l t  c o m p l e t e l y  
h o g g c d  d o w n  b y t h e  f o r m a l  t e a c h i n g  m c t h o d s ’.

The analysis has proceeded Irom the vvhole to the parts and back to a 
vvhole. VVe started by readingthe stories from the viewpoint of the transitions 
in the school reform, concentraling on the introduction of comprehensive 
school, the period oi establishment and the reversal in the developmental 
trends. VVe also identified the themes discussed by the teachers in their 
narratives. After that, vve applied the ideas oi Freeman and Rogers et ai. to 
our analysis of the teachers’ stories about the school reform. Since we 
consider life a narrative that is being tolcl (Bruner 1987), we also read the
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stories produced by individual teachers as narratives of multi-voiced discourse. 
The parts acquire iheir m eaning th rough  ihe whole (cl. C landin in  &r 
Connelly 2000). We used iwo contexts as reference and background for 
individual episodes or descriptions: the official narrative oi the comprehensive 
school reform and the individual narrators own Story. In this way, we ensured 
that both types ot discourse were covered in the analysis.

We will first concentrate on how the teachers answer’ on the public, 
administrative rhetoric of the comprehensive school reform. Alter that, we 
will illustrate by a few examples the teachers’ ‘ow n’ way of talking about 
changes in the classroom.

’E verybody C an  L earn  E v e r y t h in g ’

-  C O N S T R A I N E D  BY T HE  P U B L I C  R. HETORIC

Many teachers’ stories about the comprehensive school reform commented 
on the public discourse. The reform was approacned from three perspectives. 
Firstly, there was discourse about the goals and objectives of comprehensive 
school. Seconclly, there were stories about the belief that in-service education 
could serve as a tool for implementing the reform. Thirdly, there vvere 
descriptions about the changes in the substance and methods oi instruction 
brought about by the reform, which were expected to establish the reform 
in the classrooms.

According to the teachers, hovvever, the reform was not so simple. Teachers 
live in the World of a dilferent practice. The administrative practice and its 
morat language could not be directly translated into the language oi practical 
instruction, where dilferent moral rules prevail (cf. Silfverberg 1996). 
Teachers’ stories were woven into a discourse that tries to explain the public 
discourse and to make it understandable to themselves.

The structural reform promoted by the administrative discourse was partly 
a terminological reform. One upper secondary school teacher described 
this as lollows: ‘The n e w  s c h o o l  w a s  d e s c r i b e d  in  a  n e w  t e r m i n o l o g y :  
“d i s c i p l i n e ” w a s  r e p l a c e d  b y  “o p t i m o i  w o r k i n g  c o n d i t i o n s ” a n d  “c l a s s  
s c h e d u l e ’’ b y  “w o r k  p i a n " .  E v e n  ”s c h o o l ”, a w o r d  w i t h  s u c h  a n  h o n o u r a b l e  
t r a d i t i o n ,  w a s  r e p l a c e d  b y  j u n i o r  a n d  s e n i o r  " l e v e l ”. ’ Teachers considered 
the new terminology a means oi the public rhetoric to alter the traditional 
premises of teaching. For the writer, the word ‘school’ had a clearly tuore 
prolound meaning that the more technical and performance-oriented ‘level’. 
Teachers were concerned about what they were and what they were expected 
to be, and possibly also that school life, in the long run, would really be
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transformed into a technical performance. This is ollen the key issue in 
discussions of stability and change. The new terms were probably the most 
concrete indication of the tendency described by Hargreaves (1997) that 
teachers have been expected to change themselves and their work, as if 
change were a mere technical solmion.

One teacher described the official propaganda in favor of comprehensive 
school, which, ‘in retrospect, was very  n a iv c ’: the principles of comprehensive 
school were publicly advocated by the director general of the National Board 
for Education and other officials. The education was given to large crovvds 
and was hardly useful at ali. Ali discussion remained at a general level and 
never addressed the problems that occupied teachers. No-one cared about 
the real situation of teachers and pupils, nor did the teachers’ union help.

Teachers’ ways of telling of the school reform can be considered comments 
on the voices of administration and media. We identified five ways of telling 
about the school reform. Alihough the categories were sometimes mixed 
with each other, we make an effort to perform them one by one. The 
discourseswere: the silence, the irony, the submission, the active resistance 
and the opportunities.

T h e  s i l e n c e

At first, we recognized the silence. Rogers et ai. (1999) argue that the 
discourse of silence is the most elusive language of the unsayable. The mere 
absence oi some information does not necessarily indicate silence. This 
commenl is especially relevant to our researeh, where so many teachers 
said nothing about the school reform in their stories. VVhat does this mean? 
What kind of response to the administrative discourse of reform is non- 
response? Silence is also an interesting moral question, as it is related to the 
general ability to hear voices in society. It is also very clearly a matter related 
to povver (Lather 1991, Wertsch 1990). Could we even postulate that the 
voices of teachers are voices of women, which are intentionally not heard 
or understood. Äs (2000) has analyzed the ways of oppression women, and 
one of her arguments is the practice of making women invisible. The voice 
oi someone who is invisible is certainly not very loud.

The most striking silence vvas the failure of many teachers to say anything 
at ali about the comprehensive school reform. By silence, speakers can 
make their interlocutor, in this case the publie discourse, poignantly avvare 
oi their refusal to listen to the interlocutors voice. In our case it had serious 
consequences on the amount of the stories we could analyze further. In 
some stories, the complete silence vvas punctuated by a single brief remark: 
'the comprehensive school reform came’, but such a Comment is like silence
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in that the speaker never \vent on to Comment further, but moved on to 
another topic.

Even those teachers vvho told about the transitional phase of the reform 
only seldom told anything about the mature years of comprehensive School 
reforms. In those few comments they described it as a good time for teachers: 
the groups of pupils were small, the financial resources were good and 
there were enough materials and tools. The silence about this period 
probably indicates that teachers concentrated on their work in serious silence. 
Although interpreting the specific meaning of silence is difficult, we want 
to argue that it is an efficient way of expression and earns to be reflected 
on.

The irony

An ironic tone probably indicates that the narrator finds the public rhetoric 
unrealistic. The public discourse used at the early stages of comprehensive 
school is considered exaggerating and promotional by several informants. 
Maija, a former civic school teacher wrote: The l e a d i n g  idea  o f  c o m p r e h e n s i v e  
s c h o o l  w a s  t h a t  e v e r y b o d y  c a n  l e a r n  e v e r y t h i n g .  O n l y  t e a c h e r s  u n d e r s t a n d  
h o w  u t o p i a n  t ha t  idea  is. AH  o f  a s u d d e n ,  e v e r y  p u p i l  w a s to he  l ingui s t ica l ly  
a n d  m a t h e m a t i c a l l y  t a l e n t e d  a n d  to r e a c h  a  h i g h  l e v e l  k n o x v l e d g e  in al i  
s u b j e c t s .  S p e c i a l  i n s t r u c t i o n  w a s  l i k e  a  m a g i c  w a n d  t h a t  w a s  v v h i s k e d  to  
c l e a r  t h e  l e a r n e r s  p a t h  o f  r oc k s  a n d  t re e  s t u m p s .  N o - o n e  w a s  to s t a n d  o u t  
f r o m  th e  cn nv c l  o r  to be  b e t t e r  t h a n  t he  o t h e r s .  T h a t  vvas d e m o c r a c y . ’

According to Maija, the language used to advertise comprehensive school 
vvas unrealistic. The pupils vvere to be talented ali of a sudden’ and ’were 
to’ reach a high level in ali subjects. Maijas ironic comments and metaphors 
she used is a response to the finger-pointing public discourse. Special 
instruction, the magic vvand, vvould eliminate the differences betvveen 
individual pupils and help to establish democracy. Maijas Story presents 
the reform as a process vvhereby politicians tried to persuade teachers to see 
problems vvhere they themselves vvanted to see them (Rust 1993, 18). Maijas 
story also shovvs that the public rhetoric of marketing campaigns vvas used 
to persuade teachers to vievv the problems of learning and teaching from 
the political perspective. We can also infer that no-one asked the teachers 
about their vievv of the problems and their Solutions.

One topic of public discourse vvas the changes in curricula and 
teaching methods. The teachers told about the changes in subjects, such as 
the introduction of the first foreign language on grade 3 and the availability 
of technical vvork and textile vvork to both girls and boys. The descriptions 
mostly lack involvement, and the narrators seem to have an outsiders
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perspective to ihe topic, although the system of subjects, for example, certainly 
had clirect consequences for their daily work. ‘New m ath’, however, inspired 
a few sc a th in g  c o m m e n ts :  ‘A n d  w e  w c n t  to  t h e  e x t r e m e s  w i t h  s o m e  
n o n s e n s i c a l  e x p e r i m e n t s .  F o r  e x a m p l e ,  t h e  p u p i l s  w e r e  n o t  t a u g h t  t h e  
m u l t i p l i c a t i o n  t a b l e  s y s t e m a t i c a l l y ,  b u t  p i e c c s  on  p a p e r  w e r e  p i n n e d  u p  on  
t h e  w a l l s  a n d  t h e  c h i l d r e n  w e r e  e x p e c t e d  to p i c k  t h e m  u p  j u s t  l i k e  t h a t .  
A n d  al i  m a t h e m a t i c a l  i n s t r u c t i o n  w e n t  w i d e  o f /  t h e  m a r k .  T h e  n e w  m a t h  
a n d  t h e  s e t  t h c o r y  a n d  t h i n g s  w e r e  so a l i e n  to r e a l  l i f e t h a t  t h e  k i d s  g o t  
c o m p l e t e l y  lost .  A n d  wc ,  too,  h a d  a h a r d  t i m e  w i t h  t h e  m a t h . ’

The teller, Laura, a primary school teacher discusses the failure of 
the experimental education advocated in the publie discourse. The message 
of her story is that the teachers tried to tollovv the instructions, although, 
based on their experiential knowledge, they doubted the success of such 
'n o n sen s ica l’ projects . The teachers also had a 'ha rd  t im e’ w ith  the 
experiment. Another teacher recalls the same thing, pointing out that the 
new m ath  was 'buried in silence’. New mathematics was actually also 
dropped from the official curriculum.

T h e  s u b m i s s i o n

A submissive tone may reflect the ways of women to respond to authoritarian 
and patriarchal administration, trying to survive in difficult and challenging 
situations. ‘Teacher s  m a d e  a h u g e  e f for t  in this c o n t r a d i c t o r y  s i t ua t i on ,  t r y i n g  
to l i ve  u p  to t he  d e m a n d s  o f  b o t h  c o n t e m p o r a r y  a n d  f u t u r e  Soc ie ty  a n d  the  
c h a l l e n g e s  p o s e d  to t h e m .  Moreover,  th e  m a j o r i t y  o f  t e a c h e r s  wcr e ,  a n d  sti l l  
are ,  w o m e n \  wrote Maija pointing out the gender and power issues inside 
the school reform.

We argued earlier that in-service education was expected to provide a 
solmion to the problems of the transitional stage. In the next Maijas quote 
the voice ot submission has simultaneously an ironic sound. ‘Wc  l e a r n t  
n e w  t h i n g s ,  a c q u i r e d  e d u c a t i o n ,  w e n t  o u t  f o r  t h e  w e e k e n d s  to  l i s t e n  to 
p e o p l e  w i s e r  t l u i n  o u r s e l v e s ,  w h o  w e r e  o f t e n  u n p r e p a r e d  a n d  
u n d e r e s t i m a t e d  t h e i r  a u d i e n c e .  W c  d i d  w h a t e v e r  w c  w e r e  o r d e r e d  a n d  
n e v e r  c o m p l a i n e d ,  a n d  n o - o n e  e v e r  w o n d e r e d  i f  w c  h a d  e n o u g h  r e s o u r c e s  
f or  ali t h a t . ’ The eflorts of teachers are here described as earnest, but the 
q u o te  also im p lie s  th a t  a d m in is t r a to r s  looked  d o w n  on teachers ,  
underestim ating  them and denying the real problem, i e. the possible 
burnout of teachers.

The rhythm of stories sometimes seem to reflect the fast pace at which 
the publie discourse envisioned the change to take place. One male primary 
school teacher gave this breathless account and told (again with a bit ironic
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souncl) about their hectic efforts lo ‘translate’ the public rhetoric into the 
language ot classroom practice: ’T h e r e  w e r e  m u l t i p l e - c h o i c e  t e s t s ,  t h e r e  
w a s  t h e  s p i r a l  m e t h o d ,  t h e r e  w a s  t h e  q u e s t i o n  o f  f i x e d - g r a d e  o r  a l t e r n a t i v e  
i n s t r u c t i o n ,  a n d  a l w a y s  s o m e t h i n g  n e w  o n  t h e  w a y ,  a n d  t h e  t e a c h e r s  w e r e  
l i ke  ra c e  r u n n e r s  w i t h  t h e i r  m u s c l e s  f u l l  o f  l ac t ic  ac id ,  p a i n f u l l y  s t r u g g l i n g  
o n . ’

Our informants were sometimes uncertain about a given State oi affairs:
I guess I was ,  b y  m y  n a t u r a l  d i spos i t ion ,  a h e a d  o f  m y  t i m e ’, said one teacher, 
and another said: our t a s k  w a s  p r o b a b l y  to tes t  t h e  n e w  sc hoo l  f o r  a l i  its 
s h o r t c o m i n g s ’. These expressions imply uncertainty as well as the possibility 
and even probability of holding a different view. Evasions were sometimes 
identifiable in expressed emotion or opinion. One teacher wrote as follows: 
‘1 do  n o t  r e a l l y  u n d e r s t a n d  w h y  w c  s h o u l d  h a v e  a  r e j o r m  f o r  t h e  s a k e  oj  
r e f o r m ’. The words not really’ signal uncertainty. The sentence implies that 
the vvriter suspects the problem is her failure to understand, which also is 
a typical women way of thinking according to As.

Teachers had to respond to the public discourse defending themselves, 
often as outsiders rather than subjects. No-one ever asked teachers how 
they were coping, but they were left alone to vvrestle with their feelings of 
inadequacy amidst the reforms (see Nias 1993). Maija put it: ‘In  the  m i d d l e  
o f  al i  thi s ,  t h e y  f o r g o t  a l i  a b o u t  t e a c h e r s ,  w h o ,  a j t e r  al i ,  w e r e  t h e  o n e s  to  
c a r r y  o u t  th i s  r e f o r m .  T h e r e  w a s  n a t u r a l l y  a l so  m a t t e r - o f - f a c t  I n f o r m a t i o n ,  
b u t  it w a s  m o s t l y  d r o w n e d  in t h e  h y  pe.  T h e  t e a c h e r s  d i d  a  h u g e  e f f o r t  in 
thi s c o n t r a d i c t o r y  s i t u a t i o n ,  t r y i n g  to r e s p o n d  to the  d e m a n d s  o f  b o t h  p r e s e n t  
a n d  f u t u r e  S oc i e t y  a n d  a l i  t h e  c h a l l e n g e s  p o s e d  to t h e m ’.

The active resistance

Some informants responded to the public rhetoric by active resistance’ 
reflecting the speakers detachment: ’you c a n  s a v  w h a t y o u  w a n t ,  b u t  w e  wil l  act  
l i ke  t h i s ’. Such comments were olten included in the stories about how 
comprehensive school was advertised as a school vvithoul homevvork, where 
pupils would learn everything vvithout any effort or work. As far as this 
matter was concerned, teachers acted in their classrooms based on their 
own knowledge and moral, knowing perfectly well that children actually 
learn different things in a slightly different ways. The discourse of resistance 
also included teachers’ serious argumentations in which they Comment 
reform trying to nrake their own perspectives visible.

In the next fragment Maija engaged in a dialogue with the image oi 
teachers propagated by the media. ‘It w a s  p r e c i s e l y  a t  t h a t  t i m e  t h a t  the  
p u b l i c  m e d i a  a l so  a t t a c k e d  t he  s c h o o l  a n d  t h e  t e a c h e r s .  T h e  s t u d e n t s ’ a s s o -
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cia tion started spreading the students red hook’, which was very provocative  
about the despotism o f  teachers. It was easy enough to f in d  a pop singer who 

had been neglected by a teacher and given a bad m ark  in music, though he 
was such a star now. Listening to him, you probably agreed w ith the teacher. 

The te lev is ion  also rec ru i ted  people to p roduce documents o r  sketches o f  
teachers as m i l i ta r y  monsters wav ing a pointer, shabb ily  dressed and with  
the ir  h a i r  done up in a bun, who sent pupils f ly ing  into the corner or under  

the desk. In reality, however, the teacher is like an actor on stage, facing an 

ever c r i t ic a l  audience and therefore fashionable and w e l l -c o i j fu re d . ’

The comprehensive school reform was presented as cliscourse about teachers 
as monsters and tyrants unable to understand children. Maijas comment is 
serious, well argued and based on persona] experience. Teachers have to 
carefully consider their appearance and behavior. This has also been pointed 
out by M itchell &r Weber (1999).

M aija  then w ent on: ’Newspapers  p u b l ishe d  repo r ts  abou t the new  
comprehensive school: no-one w i l l  have to repeat a grade, no-one w i l l  be 

fa i led  in exams, and therefore no-one w i l l  need to study. That lu l led  the 

pupils into a false notion of laziness and negligence’. This theme vvas brought 
up by m any teachers. ‘ Com prehens ive  school is a happy schoo l ’, they 
proclaimed. ‘Everybody can le a m  everything at comprehensive school, though 
there is no homework.‘ Teachers told about their feelings of guilt under the 
publie scrutiny of the administrators and the media. Pupils would certainly 
learn if teachers could teach them well enough. Ingrid Carlgren (1997) has 
described this phenomenon in the course oi the Swedish school reform. 
According to hcr, teachers have been subjugated in the reforms, and their 
experiences have not been taken seriously. The reformers have insisted on 
discussion about what professional knovvledge should be rather than what it 
is. ‘ Teachers are expected to do and know  som eth ing  o the r  they do and  
know\ (Carlgren 1997, 48 original italics).

There is concern that can be heard in teachers’ stories during the decades: 
teachers argue against the policy which seems to narrovv teachers’ role. The 
male teacher wrote: 7f  I am correct  in my in te rp re ta t ion  that teaching is 

becoming more im p o r ta n t  than educa tion , it m ay happen that the whole  
in fras truc ture o f  teachers’ work turns upside down. As fa r  as I can see, that 

\vou ld ser ious ly  u n d e rm in e  the pos it ion  of teachers, and  the prospect is 
certainly not a pleasant one. Vie have a good school system and we have been 

investing a lot of effort in gradually developing it xvithin the current framexvork, 

though we have sometimes felt very inadequate.’

The quote also presents the comprehensive school system in a good light. 
We w ill now concentrate on this topic.
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The o pp or tu n it ie s

When telling about the reform there was also discourse of opportunities, 
and without that the comprehensive school reiorrn might appear in an 
unnecessarily gloomy light. Underneath the ad\’ertising or accusing rhetoric, 
teachers also discovered positive aspects, opportunities for change, a new 
kind oi freedom and a new kind of openness and exchange oi professional 
ideas in further education. In the stories the opportunities, difficulties and 
challenges were told in the same, mixed Story and the satne teachers used 
different discourses.

The overall goal of educational policy, i.e. equality in education, was 
u n a n im o u s ly  a d v o c a te d  as an im p o r ta n t  m o ra l  p r in c ip le :  ' T h e
c o m p r e h e n s i v e  s c h o o l  r e f o r m  w a s  a n e c e s s a r y  p r e r e q u i s i t e  f o r  e q u a l i t y .  In  
t h e  olcl t i m e s ,  m a n y  o f  t h e  t a l e n t e d  c h i l d r e n  in  r e m o t e  r e g i o n s  h a d  no  
o p p o r t u n i t i e s  f o r  e d u c a t i o n .  C o m p r e h e n s i v e  s c h o o l  p l a c e d  a l i  c h i l d r e n  on  
t he  s a m e  s t a r t i n g  l i n e ’. This was a Comment by Maija who had herself 
acquired teacher education in the midst of major hardships during the 
post-war period of poverty. Without exception, ali teachers advocated the 
goal oi equality. This also rellects the contemporary political ideal of a welfare 
State. Teachers presented the goal of the reform as 'necessary’ or, as above, 
something that warrants absolute’ commitment, because 'ali children were 
to be given equal opportunities lor education regardless of their parents’ 
place ot residence, economic status or education’. The manner of writing 
rellects the teachers’ serious attitude towards this public discourse. no 
deprecatory comments, no irony, no disapproval.

Despite ali their comments on the lack oi realism in the public rhetoric, 
some teachers admitted that the reform ultimately gave them more freedom 
and encouraged them even to take up topics that had not been discussed 
before. T h e  c o m p r e h e n s i v e  sch oo l  r e f o r m  r e s u l t e d  in a l i b e r a t i o n ,  a n d  t h a t  
m a d e  it possihle to a d o p t  a d i f f e r e n t  role.  W e  h a d  the  n e w  m a t h  e x p e r i m e n t  
a n d  t h e s e  t e a c h e r  m e e t i n g s  a n d  e d u c a t i o n a l  s e s s i o n s ,  a n d  I f o u n d  t h e m  
p o s i t i v e ’, wrote Inkeri.

One teacher considered the mature years: T h e  s y s t e m  o f  s t r e a m i n g  wa s  
r e p l a c e d  b y  t h e  i d e a l i s t i c  v i e w  t h a t  " e v e r y b o d y  c a n  l e a r n  e v e r y t h i n g ”. I 
d i s a g r e e d  t h e n ,  a n d  I d i s a g r e e  e v e n  m o r e  now.  In o t h e r  w a y s ,  h o w e v e r ,  t he  
s i t u a t i o n  a t  s c h o o l  w a s  i de a l .  T h e  g r o u p  size b e c a m e  s m a l l e r .  W h e n  y o u  
h a v e  s i x t e e n  p u p i l s  in  a  g r o u p ,  y o u  g e t  t o  k n o w  e a c h  o n e  o f  t h e m  
p e r s o n a l l y ’. Even this teacher starts by pointing out the lack of realism of 
the public rhetoric, but then goes on contentedly to Comment on the things 
that made leaching easier. This description highlights the importance of
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the close teacher -  pupil relations, which became possible in the smaller 
groups (Thayer-Bacon 1998). Teachers were now better able to respond to 
the needs of individual pupils. It is possible to read between the Iines that 
there was less stress and more time to concentrate on teaching (cf. Olson et 
ai. 1999).

At the same time when the material resources became better soine stories 
comment on the new substance of the comprehensive school as a victory of 
commercialism. Laura, a female primary school teacher told: ’A l o n g  w i t h  
t he  c o m p r e h e n s i v e  s c h o o l  r e f o r m ,  t e x t h o o k s  w e r e  n a t u r a l l y  a l s o  r e f o r m e d ,  
a n d  t h a t  w a s  p a r t l y  a g o o d  th ing.  . . . B u t ,  b u t . . .  v e r y  s o o n  it h e g a n  to s e e m  
t h a t  t e x t h o o k s  a r e  a g o o d  m a r k e t i n g  n i c h e  f o r  t he  p u b l i s h e r s .  I m u s t  a d m i t  
t h a t  m a n y  t h e  t e a c h e r s  g u i d e s  w e r e  r e a l l y  g o o d ,  b u t  w a s  it n e c e s s a r y  to  
p u b l i s h  n e w  o n e s  so  o f t e n ? ’ Did the com prehensive school reform also 
benefit people aiming to profit financially from the school system?

I C o u l d  H ave a n  O p in io n  o f  M y O w n  A b o u t  T e a c h in g  

-  T h e  D isc o u r se  o f  t h e  C o m m i t m e n t

W hen opening the door to the classroom we hear different stories about 
what is changing and how different it seems from the discourse of the 
school reform. This discourse we call ‘the commitment’. The importance oi 
the personal motivation and the connections to the teachers identity become 
obvious. Teachers told about their efforts to develop curricula, teaching 
methods, and co-operation with the parents.

In this paragraph we will have a look more to what and how teachers 
told about the Voice’ that motivates and makc them involved teachers with 
the developmental work. In general, the voices were heard trom several 
directions. YVhat is common to ali narratives of change, hovvever, that this 
voice is stimulating, encouraging and calling (cf. Hargreaves 1997). The 
quote in the title was a comment by Kirsti, a secondary school teacher who 
was able to attend in-service education in the late 1980s, which was ’n o t a b l y  
di f f erent  f r o m  the  coerc i ve  t r a i n i n g  at  t he  b c g i n n i n g  o f  c o m p r e h e n s i v e  s c h o o l ’ .

YYhile attending the cotirse, Kirsti was encouraged to think \vhat she 
personally wanted from teaching, what she expected the pupils to want, 
and how she could make these two sets of expectations mutually compatible 
in foreign Language instruction. She was presented a ‘r e v o l u t i o n a r y  a r r a y  o f  
n e w  m a t t e r s  to  b e  t h o u g h t  a b o u t  a n d  a p p l i e d  in  c l a s s . . . I  r e a l l y  h e g a n  to  
t h i n k  a b o u t  t h i n g s  a n d ,  f o r  t h e  f i r s t  t i m e ,  it o c c u r r e d  to  m e  t h a t  I c o u l d  
h a v e  s o m e  o p i n i o n s  a b o u t  t ea ch ing .  U p  tili  t h e n  I h a d  b e e n  l ike a  g o o d  gir l ,
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l i s tening to the  ins t r uc t i ons  a n d  adv ic e  f r o m  h i gh e r  u p  a n d  f e e l i n g g u i l t y  f or  not  be i ng  
able  to acco mpl i sh  every thing.  I h a d  be l ieved that  ou ts iders  rcal ly k n o w  be t te r  t h a n  the 
t ea ch er s  w h a t  w e  sh o u l d  teach  a n d  h o w ’.

Kirsti gives a true and serious account of the impact oi in-service education 
on her. VVithout irony or understa tem ent,  she tel Is about a feeling of 
empovverrnent and a new kind of confidence in her own resources. Prior to 
that, she had considered herself subject to the administration and forced to 
listen like a good giiT, because there was no other way. She had lacked 
laith in her own competence. This lack of courage should be viewed against 
the  b a c k g ro u n d  of the  p u b l ie  d i s c o u rse  an d  the m o ra l  voice of 
a d m in is t ra t io n .  Teachers vvere viewed as im p le m e n te rs  ra ther  than  
developers ot the reform.

Temporally, the quotation refers to the mature stage of comprehensive 
school, when many teachers took off time to pursue further Studies. In- 
service education had finally established a better interface with teaching. 
Teacher -  pupil interaction was considered important, and outsiders were 
sponsoring development projects. Gordons bookabou t the wise teacher 
and educational courses based on these guidelines were desertbed by many 
teachers as having opened their eyes to the importance of teacher -  pupil 
interaction.

Personal change was sometimes also triggered by the media. Laura told 
about the time before comprehensive school: "B ac k  in the  1 9 6 0 s ,  I o n c e  
r e a d  in th e  n e w s p a p e r  a b o u t  a s t u d y  w h ic h  h a d  i n d i c a t e d  t h a t  8 0  % o f  4- 
y e a r - o ld s  h a v e  Creative ta len t .  A t  the  age o f  8  o n ly  40 % are c r e a t iv e ly  ta le n te d ,  
a n d  a t  the  ag e  o f  2 0  o n ly  3  % a r e  sti l l  C r e a t i v e . . . T h i s  n e w s  r e a l ly  h it h o m e .  
I dec ided :  th a t  will not h a p p e n  in m y  class. I b e g a n  to read  a b o u t  c rea t iv i ty .
I e n r o l l e d  on  a course .  I n u r t u r e d  c r e a t i v i t y  a t  al i t i me s ,  d u r i n g  e v e r y  lesson,  
in al i  th i ng s  l did.  B a s e d  o n  thi s,  I b e g a n  to a l t e r  m y  o w n  a t t i t u d e  a n d  m y  
w a y  of  w o r k i n g  wi t h  the  ch i ldren .  I jel t  I w a s  g  ro w  m g  a n d  r e n e w i n g  me nt a l l y ,  
a n d  m y  w o r k  s e e m e d  m e a n i n g f u l  a n d  r e w a r d i n g .  I w o r k e d  m u c h  h a r d e r  
t h a n  p r e v i o u s l y ,  b u t  t h a t  w a s  n o t  i m p o r t a n t .  I t r i e d  to  g i v e  t h e  c h i l d r e n  
p e r s o n a l  e x p e r i e n c e s  a n d  c o n s i d e r e d  it i m p o r t a n t  t h a t  e v e r y b o d y  s h o u l d  
h a v e  f e e l i n g s  of  succes s .  I bu i l t  a h o m e  f o r  a c t i v e  h a n d s .  O n e  day ,  I h a u l e d  
t h e  t e a c h e r ’s d e s k  d o w n  f r o m  t h e  p o d i u m .  I r e m e m b e r  t h a t  t h e  s c h o o l  
i n s p e c t o r  v v o n d e r e d  a b o u t  tha t .  S o m e  t i m e  l a t e r  I h a d  t he  p o d i u m  r e m o v e d  
a l t o g e t h e r  a n d  b r o u g h t  in a l ar ge  c a r p e t ,  a ‘m a g i c  c a r p e t ’. W e  g a t h e r e d  on  
tha t  c a r p e t  to re ad  stories .  T h e  p a r e n t s  e v e n  c o n s e n t e d  to h a v e  the i r  ch i l d re n  
b r i n g  s m a l l  c u s h i o n  to s c h o o l .  I a m  s u r e  t h e  c h i l d r e n  l e a r n t  be t t er .  A n d  
w h a t  w a s  m o s t  i m p o r t a n t :  s c h o o l  w a s  f u n .

Laura is teliing a Story oi change, describing her com m itm ent and
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vvillingness to even lace other peoples astonishment to promote het cause 
(cl. Lauriala 1997). Having identified the problem, she began to study and 
make changes. It was a major change to takc the teachers desk down from 
the podium. Only later did she dare to remove ihe podium  altogether. 
Lauras Story is multi-voiced, including the astonished comments by the 
inspector and probably also the parents, who 'consented .. .’

W hen  teachers told stories of change in the classroom, it was evident 
that this change never coincided with the official school reforms. Many 
teachers had accomplished changes in their classrooms that are only later 
introduced by the official discourse as topics for public discussion. The 
motivation may date back to their own teacher education as it was in Lauras 
case. lA t  o n e  p o i n t ,  t h e r e  w a s  t h i s  p u b l i c  d i s c u s s i o n  a b o u t  i n t e g r a t e d  
e d u c a t i o n .  1 w a s  c o n j u s e d  a n d  d e s p e r a t e l y  t r i e d  to  s c e  w h a t  w a s  n e w  in 
t h i s  i s s u e .  T h e n  I r e a l i z e d :  t h e y  w e r e  the  s a m e  p r i n c i p l e s  o f  A u k u s t i  S a l o  
t h a t  1 h a d  l e a r n t  a t  s e m i n a r  a n d  h a d  b e e n  a p p l y i n g  e v e r  s i nc e .  It w a s  a 
b l e s s e d  t h i n g  t h e y  w e r e  d i s c u s s e d  m o r e  w i d e l y  novv a n d  w e r e  g a i n i n g  w i d e r  
a c c e p t a n c e ’.

This teacher comments on public discussion and points out that the 
‘new’ topic was actually old and familiar to her. VVhile reading the narratives, 
we came across several similar comments. Gudmundsdottir and Flem (2000) 
have also noticed the same phenomenon in Norwegian classrooms. Teachers 
implement changes long before they are ‘publicly’ advocated. This also put 
school reforms in a new light and offers a challenge: How could school 
reforms establish a dialogue where teachers’ voices would be really heard 
or can they ever?

D isc u ssin g  D is c u s s io n s  o f  R efo r m s  a n d  C h a n g e s

This inquiry addressed reform as a moral voice to which teachers 
have to respond. Thus, when we analyze school reforms as moral voices 
and messages into classrooms, we should ask what kind of messages they 
are. VVe used as an example the biggest reform of educational policy ever 
accom plished  in Finland and teachers’ com m en ts  conce rn in g  it. VVe 
described the modes of telling and demonstrated the diversity and mutual 
differences in the teacher narratives. VVe became convinced  that the 
comprehensive school reform vvas a one-way message to the teachers and 
the voices of teachers were not heard. The reform used advertising rhetoric 
supported by media in which teachers were seen as technicians or even as 
non-professionals who did not understand or knew anything about the
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education. This ‘forced’ teachers to apply different reacting and defensive 
discourses.

Dcspite the efforts to change the administrative culture, it seems that the 
situation has not changed. According to many teachers, the current stage 
of developm ent ot business orientation and the related administrative 
discourse are taking the school system into a vvrong direction and again 
teachers’ voices are silenced. One teacher asks: ‘W h a t w ill h a p p en  to the  
average teacher in  an  average school?’ The narrator is worried that only the 
best and most successful individuals are appreciated or even accepted in 
society. The teachers argumentation echoes with Volanen (2000) when he 
p o in t s  o u t  a rg u es  th a t  w h e n  th e re  has b een  a c h a n g e  to w a rd s  
decentralization in the administrative culture and an idea of a service- 
providing school with alternative options available to pupils, yet the 
direction of development has been reversed. This is because many supporting 
systems such as the Special instruction, has been decreased or cut of f. This 
has enhanced the role of the parents and hence the direct impacts ot 
differences in social status on education and educational choices.

In the western countries, justice is often equated with the maximization 
of financial profit, and decisions are made accordingly. For teachers, 
therelore, reform has mostly meant larger classes, less money for Special 
education, levver subsidies, etc. The everyday work of teachers, however, is 
based on a justice where the childrens needs are the primary crtterion 
(Thayer-Bacon 1998). Teachers evaluate changes in terms of the effects they 
have on the interpersonal reiätions in the classroom, especially between 
the teachers and children. Olten changes are part oi teachers’ silent practical 
knowledge, and teachers sometimes underrate them (Walsh et ai. 1991). 
In order to make reforms real changes, it is not enough to pay attention to 
teach e rs ’ know ledge, values and b a c k g ro u n d ,  but also their hopes, 
intentions, and wishes for the luture must he taken into account including 
the fact that changes include some improvised elements (Clandinin &r 
Connelly 1998, 155-156). Reforms should, therefore, be approached as 
moral issues, always in relation to teachers persona! and professional values.

The way of presenting changes in the classroom is the discourse oi 
commitment and differs from the ways of presenting the ofticial school 
reform. It is the language which present changes connec ted  with the 
relationships and emotions. The changes in the classrooms were sometimes 
related to reforms, but they were always filtered through the teachers own 
identity and moral horizon (Taylor 1989). These stories were not directly 
related to the publie rhetoric, although occasional references were made to 
such matters as the 'inspectors astonishment’ or the 'parents’ consent’, the

192



la tte r  o f  w h ic h  secm s to  im p ly  ih a t th e  te a c h e r w as n o t even su re  oi th e  
p a re n ts ’ a ttitu d e  to change.

T eachers’ m ora l is its ow n  d is tinc tive  ‘w h o le ’, its o w n  language o f p rac tice , 
w h ich  d o es  n o t follow  the  ru le s  and  m oral sch o o ls  ( c l.H an sen  1998; J o h n ­

son  198 9 ). T he m ain  em p h as is  in the schoo l re fo rm s is to p ro d u c e  a d ia logue  
b e tw een  the  languages of ad m in is tra tio n  and  teachers. T eachers m ay also he 
e m b a r ra s s e d  b y  th e  fact th a t re fo rm s se ld o m  a d d re s s  th e  p ro b le m s  th ey  
e n c o u n te r  in th e ir  daily  w ork . At the  p re sen t, there  are b o th  na tiona l and  
in te rn a tio n a l s igns in d ica tin g  tha t te ac h e rs’ voices are even  less au d ib le  th an  
b e fo re  in the  d iscu ss io n  o f re fo rm s. T h is m ay  u ltim a te ly  tu rn  o u t to  be a 
p ro b lem . A lth o u g h  m ore  an d  m ore p eo p le  realize that th e  keys to ch an g e  are 
h e ld  by  th e  te a c h e rs  th e m se lv e s , it m ay  h a p p e n  th a t a d m in is tra t io n  an d  
ev ery d ay  te ac h in g  c o n tin u e  to  d iverge. The o n g o in g  p rocess  o f g lobaliza tion  
an d  th e  fu rio u s  p u rsu it oi eco n o m ic  p ro fit w ill p ro bab ly  resu lt in increasing ly  
b u sin e ss-b a sed  schoo l a d m in is tra tio n . W h o  has th e  s tren g th  to go on sp eak in g  
for ever if n o b o d y  listens? VVho is tak in g  teachers  seriously? T h is is also a 
cha llenge  to u s  as researchers.

N o t e s

1 F rom  2001 onw ards, m unicipalities will be ohliged to provide pre-school 
education  for ali ch ild ren  aged 6. The children , hovvever, have no obligation to 
a ttend .

2 The teachers adopted  som e cultural ways oi p resen ting  their ow n voices about 
the school reform  w hich then  d iscussed w ith the voices of public rhetoric.
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F reem a  E lb a z -L u w isc h ,  Torill M ocn  & S i g r u n  G u d m u n d s d o t t i r

THE MULTIVOICEDNESS OF 
CLASSROOMS

B a k h t in  a n d  n a r r a t iv e s  o f  t e a c h i n g

C lassroom s are places vvhere m any voices m eet. In seek ing  to u n d e rs tan d  the 
com plex ity  o f c lassroom s, and  the m ultifaceted  n a tu re  o f teachers’ knovvledge 
of the ir w ork , the them es o f voice and  d ialogue have m u c h  to offer. B akhtins 
cu rren tly  p o p u la r w o rk  on  d ialogue (1981 ; H o lqu ist 1990) is d iflicult, b u t this 
sh o u ld  n o t d is c o u ra g e  u s  fro m  e x p lo r in g  th e  u se fu ln e ss  o f  h is  ideas for 
u n d e rs ta n d in g  p rac titio n er knovvledge. In d iscussing  the m ethodo logy  o f the 
h u m a n  Sciences, he says:

The exact Sciences constitu te  a m onologic form  of knovvledge: the intellect 
contem plates a th in g an d  expounds up o n  it... Any ohjeet of knovvledge (including 
m an) can he perceived and cognized as a thing. But a subject as such cannot be 
perceived and studied as a thing, lor as a subject it cannot, vvhile rem aining a 
subject, becom e voiceless, and , consequently, cognition of it can only be dialogic. 
(1986 ,1 6 1 )

In th is c h a p te r  vve vvill co n s id e r  th e  c o n tr ib u tio n  o f B ak h tin s  ideas to  o u r  
u n d e rs tan d in g  o f classroom  practice  and  narratives of teaching. VVe vvill begin 
by d iscussing  som e of the con cep ts  and  ideas dravvn from  B akhtins vvork that 
vve find useful in look ing  at c lassroom s and  listen ing  to  teachers. VVe vvill then  
p ro v id e  tvvo e x a m p le s  o i hovv B a k h t in s  vvork  h a s  i l lu m in a t e d  o u r  
u n d e rs tan d in g , lirst oi an  in terac tion  betvveen a N orw egian  teacher and  a pup il, 
an d  second  o f the  life sto ries of tw o fsraeli teachers.
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V O I C E  A N D  DI ALOGUE IN B A K H T I N

Bakhtins (1981) concept ion  of knowledge as dialogical, and his no tion  of 
voice are revolutionary in social science research. Voice implies that in order  
to appreciate the individual intra-psychological processes, it is necessary to 
unders tand  the semiotic signals em ployed to mediate these activities. The 
use of the term itself serves as a reminder that even intra-psychological processes 
are considered communicative by nature. YVhen we speak, we also assutne 
that ou r  voice is addressing som ebody -  that we are speaking with somebody. 
Furthermore, in order  to understand  mental or intra-psychological functions, 
a form of genetic or developmental analysis is required. In spite of Vygotskys 
focus on  this issue, he was criticised for not including the social and historical 
dimension in his Studies of the development oi individual consciousness or 
intra-psychological functions (YVertsch 1991). Bakhtins notions of dialogue, 
utterance and addressee are important analytical toofs to understand  voice.

Bakhtin conceives of dialogue from a very vvide perspective. To him, almost 
ai! hu m a n  activity is dialogic in its nature. H um ans have internal dialogues 
with themselves, and conduct dialogues with the world a round  them. Closely 
associa ted with d ia logue is the concep t of u tte rance .  Bakhtin associates 
utterance with the dialogue betvveen the individual and the social context.  
The concept of u tterance has to be understood broadly. An utterance may be 
spoken  or written. It may also be thought, as Bakhtin assumes that a thought 
is dialogic in nature. YYTiat Vygotsky calls internal speech, is for Bakhtin an 
internal dialogue. An utterance requires a person to taik to, an addressee. 
This may be a person in any situation, it may be a group, a superior, an 
employee, an enemy, a stranger, a m em ber  of the family etc. The addressee 
may also be onesell on the intramental plane. Finally, the utterance requires 
a voice. An utterance may only exist if p roduced  by a voice.

In keeping with the strong emphasis on dialogue, a voice may never exist 
in isolation. Voice never exists in a vacuum, it is never neutral. In addition  to 
the voice that speaks the utterance, it is also im portant that the utterance 
should  be directed at somebody. An individual alvvays exists in relation to 
others. Living involves an endless dialogue with others. In this way Bakhtins 
focus is on voices which engage each other, and which together create meaning 
and understanding. Meaning and unders tand ing  are not elements that can 
be transferred from one person to another, quite to the contrary  they are 
created when voices engage in dialogues with each other. Thus an utterance 
is alvvays a link in a chain of other utterances (Bakhtin 1986, 84; 99). The 
voice producing  the utterance relates to, or reflects the person or persons the 
utterance is directed at. YVhen a mother speaks to her two-year old, she uses
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a differcnt voice than w hen  speaking to her colleagues at school. W hen  a 
teacher  speaks to her seconcl-grade s tudents,  she has a different voice than 
w hen  she speaks to her p r incipal . Therefore she reflects the voice of the 
addressee in addition  to having her own voice. Thus an utterance alvvays 
includes at least two voices.

A typical Bakhtinian question  is: W h o  is do ing  the talking? It is clear 
that an utterance reflects not only the voice of the person talking, it also 
reflects the voice oi the person the utterance is directed at, the voice of the 
addressee . Furthe rtuore ,  the voice also reflects o the r  voices gained from 
prev ious  life expe r ience ,  from o u r  h is to ry  and o u r  culture. Hence, the 
voice p ro d u c in g  an u t te rance  com prises  the voices of m any  others, the 
in ten tions  of o thers ,  the ir  expectations and at ti tudes.  In addi tion  to the 
voices of ali the others,  the person p roducing  the utterance also retains his/ 
her voice. In this way the vvords we speak do not only belong to ourselves, 
bu t  also to others. We only temporarily  inhabit the words.

A no ther  im p o r ta n t  aspect o f  B akhtins  w ork  relates to his no tions  of 
polyphony, ch rono tope  and carnival. Coulter (1999) drew  on these ideas 
to develop and  eritic|ue a dialogic research project a ro u n d  the policy oi 
grade retention. He dem onstra tes  the im portance of p roviding a hearing for 
many voices (po lyphony),  “jux taposed  and not b le n d e d ”, in order  to achieve 
“no  final, com plete  tru th ,  bu t  unfinalizable, partial tru ths  generated from 
the interaction am ong  characters.”(l 999, 7) The no tion  of chrono tope  speaks 
to the im portance of time, place and experience: dialogue vvill be possible 
only if the voices added  reflect au then tic  individual experience. Finally, 
‘carnival’ speaks to the im portance of giving a hearing to alternate \'oices, to 
the non-hegem onic ,  to the unconventiona l or repressed which reflect not 
just official views bu t the tru ths  of ordinary  people.

V o i c e  a n d  d i a l o g u e  in s c h o o l  p r a c t i c e

Almost ali researchers and scholars w ho  sludy school practice refer to voice 
as the in fo rm an ts  voice. Some, such as Hargreaves (1996), treat voice almost 
as if it is fully formed, laying a round  in “contex ts”, waiting to be tu rned  on 
by a tape rccorder. The notion of “voice” that vve are offering holds, that 
voice is in tim ately  in te rco n n ec te d  w ith  cu l tu re ,  m ean ing  and  m ediated  
activity as is suggested by the empirical work of Acker (1997), Alton-Lee 
(1993 ,  1997) C lan d in in  (1988 ),  C land in in  and  Connelly  (1990 ),  Elbaz 
(1983), Feuerverger (1997),  Fox (1996), Grant (1995),  Hoel (1994, 1997), 
Hollingsworth (1992),  Kyratzis and  Green (1997) and Richert (1992). Voice
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is neither tu rned  on nor created; rather, voices are claimed in the process 
of collaborative narrative inquiry. Furthe rm ore ,  there is no  singular voice as 
any  c la im ed  voice is a h e te ro g lo ss ia  oi c u l tu ra l ly  s i tu a te d  voices tha t 
ventriloquate th rough  the singular voice that is claimed by an individual. 
Heteroglossia refers to the stratification oi language not only into 1 inguistic 
dialects, bu t also into ‘socio-ideological-languages such as those belonging 
to social groups, professions, or generations (Bahktin 1981, 2 7 1 -2 ) .

In a profession rich in trad i t ions  s t re tch ing  as far back  in h is to ry  as 
school practice does, there are m any  voices to be claimed and  developed 
into o n e s  own through  a process of collaboration  or interaction  with an 
Other, or artifacts of practice -  the artifacts being  a portfolio, developing 
practical a rgum ents  and the various torms of research texts that involve the 
use oi the language of practice. The process of claiming voice is basically an 
interaction betvveen an ind iv iduals  beliefs an d  experiences (in tra-m ental 
plane) and external voices of practice as manifested in the O th er  and  the 
artifacts oi practice ( inter-mental plane). The ind iv iduals  m eaning  comes 
in to  c o n ta c t  w i th  ex te rn a l  vo ices  oi p rac t ice  a n d  th r o u g h  s t r u c tu re d  
in teraction betvveen these two, the teachers  m ean ing  changes as in F ox’
(1996), Grant s (1995) and  Richerts (1992) w ork  on  portfolio, where the 
concept of the portfolio becom es a site where a heteroglossia of voices are 
sounded  and the individuals w ho are com piling  their ovvn portfolio cannot 
escape hearing these voices and are com pelled  to claim several of them  as 
their  ovvn. The im plica tion  is that the ind iv idual  teachers  m ean ing  and 
unders tand ing  is alvvays multi-voiced.

With this m ultivoicedness com es the invisible baggage of o u r  cu l tu res  
ideologies and ethical issues relating to unequa l povver relationships. VVhen 
vve as na r ra t ive  re se a rch e rs  pu i  o u r  ideas in to  c i rc u la t io n  a m o n g  o u r  
colleagues th rough  our narratives, vve may at times be do ing  the narrative 
project and school practice more harm  than good. Narratives, as McEvvan
(1997)  observes, are not always emancipatory, they can also be coercive. 
Sometimes vve, th rough  o u r  narratives oi practice, may end  u p  reproducing  
the gendered ,  hierarchical and patriarchal s t ru c tu re  ot o u r  culture. O u r  
concern  vvith voice should  also be ex tended  to a re-definition ot subjectivity, 
from a unitary subjectivity in vvhich individuals are assum ed to be unique, 
lixed, individual and  coherent,  to a non-unita ry  subjectivity vvhere language, 
ethical issues, rela tionships,  social in te ractions,  pivotal experiences and 
developm ent are Central (Blootn 1996). In practice it leads to honesty in 
adm it t ing  failures and  crit icizing o n e s  ovvn subjectivity. The very act oi 
narrating  a non-un ita ry  seit permits  greater selt-knovviedge that is not just 
em ancipatory  bu t can also lead to im provem ents  in practice.
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O u r  culture promotes unitary subjectivity, especially through the meaning 
niaking tools it provides us with, the narratives. Unitary subjectivity is a 
myth, claims Bloom, pronaoted by the masculine dom ination in our  culture. 
As a result , w o m e n s  subjectiv ity  is “cont inual ly  f ragm enting  from daily 
experiences from living with the pervasive hierarchical, patriarchal structuring 
of sexual differences through which w om en learn to internalise negative and 
conflicting ideas about w hat it means to live as a w om an" (Bloom 1996, 
178). The challenge for us researchers, is to improve at in terpreting non- 
unita ry  subjectivities in the self represen ta tions we are faced w ith in our  
w ork  w ith o u r  inform ants  and to he on the alert as to how non-unita ry  
subjectivity is produced and re-produced in our ow n narratives of practice. 
O u r  challenge is to turn the non-unita ry  self representations of our  informants 
into som eth ing  that resembles emancipatory narratives of practice (NlcEvvan
1997). A self narrative becomes em ancipatory w hen  it gives up  “the myth of 
a unified subjectivity” and allows for “the subjectivity and the validation of 
conflict as a source through \vhich w om en become strong and learn to speak 
their own experiences” (Bloom 1996, 192).

The thrust of a non-unita ry  self representation is strong in the stories of 
school practice that ou r  inform ants teli us and the stories we teli of their 
practice. It vvorks mainly through the narrative structures furnished by culture 
and appropria ted  by o u r  inform ants in their presentation of self and their 
practice and us, in our narrative inquiry (Connelly &  Clandinin 2000; Munro
1998). The narrative scripts to bc appropriated are many: “the conquering 
hero”; we know  them  from many novels and from Hollywood B-movies, “the 
happy ever after”; we know  them from, am ong others, many commercials - 
‘eat/buy this and you will be happy,’ the stoic, never changing characters that 
pass through the silver screen seemingly unaffected by any event and without 
a normal existential crisis. Bloom calls these “master narratives of rnale success.” 
W hen we (informants and researchers) appropriate these narrative scripts. 
we are probably unconsciously responding to generic expectations of literan 
narratives and thereby further silencing an already silenced group, in addition 
to reproducing  the gendered, hierarchical and patriarchal s tructure of our 
culture. One wants to hear the story of an uncom plicated and good teacher, 
of a teacher w h o  is able to gain control over ali the children in his class and 
the teacher w h o  gets ali the children in her class to deliver book reports with 
everybody living happily ever alter.

The stories by Elbaz (1983), Vasquez-Levy (1992) and Morgan (1992), 
however, break avvay from the narrative script provided by culture in various 
ways: Elbazs informant is frustrated; Vasquez-Levy is faced with the complex 
issue of what constitutes change and progress in practice; Morgan finds many 
challenges in getting ali the children to deliver book reports and at the end of
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her  narrative, she has not yet achieved that part of her  project.  She has, 
hovvever, gained a valuable unders tand ing  of the dilemmas in the childrens 
liie situations. These are no t  the “co n q u e r in g -h e ro ” or “happy-ever-after” 
narratives or the stoic, never changing characters. Instead, we see in these 
narratives com plex challenges and dilemmas that require com prom ises and 
where there are no easy Solutions on the horizon (Berlak &  Berlak 1987). 
They describe nonunitary  subjectivities: the teachers growth, both  professional 
and persona!. VVe see people vvith feelings, and they are made of flesh and 
blood. Moreover, their honesty  gives us insight into their reflections over 
their small victories as well as their defeats —  their narratives bring us up  
close to their thoughts  and practice (Carter 1993, 1995, Zellermayer 1997).

TEACHER-STUDENT INTERACTION THROUGH A BAKHTINIAN LENS

The interaction presented here is taken from the start of a teaching cam paign 
on a specia! topic - good m anners .  The cam paign is based on the cu rr icu lum  
and the school activity p ian  per ta in ing  to the learn ing  ot responsibility. 
This is not a new topic area -  it has been w orked  on  by the school previously. 
The interaction is brief, only one m inule  and  thirty seconds long, yet it is 
not un ique  for this particular  classroom. Ali the children  are sitting in a 
semi-circle in front of the b lackboard , facing the teacher, VVigdis; they have 
been  s itting in the class circle for app rox im ate ly  ten m inu tes  w h en  the 
sequence described below occurs. W igdis’s ques tions have encouraged the 
children  to olfer suggestions for class rules. These suggestions have been 
discussed, to be written on the board  if everybody agrees. Wigdis has already 
w ritten “D on’t point lingers” and “D on’t say bad w o rd s”. As she is writing 
“No calling nam es” on the board  w ith  her back tu rned  to the children, the 
dialogue between Tom and  her com m ences.

(1) Tom: “Its bad to call those who come from other countries niggers” 
(Addresses himselt to VVigdis, lookingat her.)

(2) VVigdis: (Seated in her chair. She is holding the chalk eraser, is turned 
toward Tom, looks at h im  vvith interest, quenes:) “ So is there anybody vvho 
does this?”

(3) Tom: (Seated with his feet on the chair, tucked inside his sweater. He looks 
at her and says,) “1 used to before, but now 1’ve quit .”
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(4) Wigdis: (Still tu rned  tow ard  Tom. Shc leans fonvard and  says in a surprised 
and  ques t ion in g  t o n e , ) “Have you s topped? As easy as that (snaps he r  fingers) 
and  then  i ts  over?”

(5) Tom: (Smiles a little and  answers,) “N o.”

(6) Wigdis: (Leans her head  to one side and asks in an interested way,) “W hat 
m ad e  you stop?”

(7) Tom: “... (u n c l e a r ) ... th tnk ing  m ore  about vvhat we d id .”

(8) Wigdis: C ou ld n ’t you, yes, we th ink perhaps m any people need help to quit .” 
(Turning he r  chair  while saying this,  looks at everybody  in the circle, po in ts  to 
the children . Then she looks at Tom again, nods  to h im  and  says,) “And ali you 
d id  was th in k  about vvhat you d id , and  then  ...”

(9) Tom: (Garbled, noise in the teach ing  area. Says that he called a girl this.)

(10) Wigdis: (Looks at Tom intently  and  asks,) “W h a t  did you call her?”

(11) Tom: “1 called her  a nigger.”

(12) Wigdis: (Leans forvvard tovvard Tom and asks,) “Then you were also 
u n h a p p y  about this?”

(13) Tom: (N ods confirmation to Wigdis)

(14) Wigdis: (Looks intensely at Tom, asks anxiously,) “Yes, d id  you teli her 
afterwards, th e n 7 Did you teli he r  you were sorry?”

(15) Tom: (Laughs and says,) “No, we cl i cl n ’t dare .”

(16) Wigdis: (inclines her head  tow ards  him. She looks serious and  asks,) “Do 
you th in k  it w o u ld ’ve been good for her  to hear that you  really d id n ’t m ean  it?"

(17) Tom: (U n c le a r ... says som eth ing  about vvhat she had  done to h is sister.)

(18) Wigdis: “But no  m at te r  vvhat sh e ’d done, sho u ld  you have called her  a 
nigger?”
(19) Tom: “No (pause), that s vvhy vve d o n ’t call her  nigger anym ore .”

(20) Wigdis: (A ppearssurprised ,  says,) “You dont? .  Hovvcleveryou a re .” (Tone
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of voice makes it a statement). “You started thinking about what you did. Was 
it that simple? Just to think it over and then you really disagree when you hear 
it and then you stop?”

(21) Tom: “Yes.”

According to Bakhtin any utterance is a link in a chain oi utterances, This 
makes the one utterance dependen t on the previous utterance. Nevertheless, 
to make the interpretation easier to follow vve will first exantine the dialogue 
from the boys perspective, lollovved by the teachers perspective.

From the boys perspective: Toms first utterance occurs in a context, it is a 
link in a chain of other utterances. It fits well in the preceding utterances 
which have led to the teacher putting “no calling nam es” on  the board. By 
means of his first utterance, “Its bad to call those w ho come from other countries 
niggers” (1), Tom is mediating intra-psychological processes. Different terms 
may he used abou t w hat the u tte rance mediates: it concerns knowledge, 
realisation, an insight or an accepted attitude in our  culture. As the dialogue 
continues, it emerges that Tom did not always have this knowledge, perception, 
insight, and attitude. Thus the dialogue also conveys a story of internalisation. 
Tom has previously called a girl a nigger, now he does not do that anym ore 
(3). VVhat has happened , why does he not do  it? Tom himself has no insight 
into this issue, hu t  he nonetheless know s enough to State that it was not as 
easy as just snapping his fingers (4, 5). Instead, he refers to his own reflection; 
he s tarted considering  w hat he had  said (7). T h ro u g h  considering  it, he 
resolved not to say nigger any more. Language has become an instrum ent for 
thought,  reflection and planning.

Tom often has problem s in social situations at school, in his spare time 
and at home. \Vhen he tells why he called the girl a nigger (17), it is possihle 
to speculale w he the r  that habit  has been internalised. lf the teacher had 
explored this further, it w ould  have becom e more apparent.  The teachers 
response (18) to Toms utterance does not open for h im  to continue in his 
re l lec t io n s  h e re ,  an d  we do  no t learn  w h e th e r  the  ins igh t  has  b e e n  
internalised. Nevertheless, it may be assumed that it is a step in the direction 
of internalised attitude.

Vygotsky asserts that ali development occurs on two planes, first in inter- 
psychological processes, in social negotiation with others, thereafter on the 
c h i ld s  in tra -p sycho log ica l  p lane,  in the c h i ld s  consc iousness .  Tom has 
encountered  the attitude that it is very bad to say racist things w hen interacting 
with others, vvhether at home, at school, with friends, w hen watching televi­
sion and so on. In this vvay the echo of a num ber  of voices is heard in Toms 
utterances. In add i t ion  to the laet that his u t terance reflects the voice of the
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teacher, Toms first utterance occurs while she is writing  “no calling n am es” 
on the board ,  so two o ther  voices also emerge clearly. These are the voices of 
the girl w ho  vvas called a “nigger” (11) and the voice of Toms sister (17). 
Tom here  show s that he is decentralising. He views the situation from the 
perspective  oi the  insu l ted  girl, w ho  m ust  he u n h a p p y  w hen  she hears 
such taik, and  he sees the situation from the perspective oi his sister, w ho 
is sad because the girl has done som eth ing  to her.

Besides m ed ia t ing  his know ledge and al ti tudes,  Tom s u tte rances  also 
mediate confidence. Tom feels sale and confident in the situation he is in. 
He dares to adm it  som eth ing  abou t himself to the teacher and the entire 
class. It is not just any adm ission he makes, he talks about som eth ing  he 
has done  and w hich  he knows is not social ly acceptable. In many contexts 
this m ay he a h uge  chance  to take, there is the risk of being sh u n n e d ,  
d en o u n c ed  and  rejected. This does not h a p p e n  in this context.  Perhaps 
after five m o n th s  at school Tom has gained the experience that he is in an 
env ironm ent that listens to hitu? This question  leads to an examination of 
the role of the teacher in the interaction.

From YVigdis’ perspective. Developing from the class discussion W igdis 
and her  s tuden ts  have agreed that she will pu t “no calling nam es” on the 
board. This signals the conclusion of the discussion vvhich has occurred. 
This is w h en  Tom delivers his utterance leading to the dialogue vvhich has 
been  d e s c r ib e d .  C o n t in u in g ,  W ig d is  cou ld  have  o p te d  for ex p re ss in g  
agreement with Tom s utterance that Tt’s bad to call those w ho come from 
other  countries  “niggers”’ (1), thus  pu tt ing  a s top  to any further dialogue. 
She does not do this. W igdis often comes into s ituations vvhere she talks to 
individual children . She therefore believes it is im portan t  to listen to children 
vvhen the re  is so m e th in g  they vvant to say. In add i t ion  to agreeing vvith 
Toms utte rance ,  she also queries, “So is there anybody who does this?” (2). 
Thus she opens  for the inter-psychological process vvhich follovvs. Q uestions 
of this type (2) p ropel the conversation  onvvards. She also asks, “VVhat 
made you s top?” (6). Wigdis is focused on Tom, she is l is ten ingand  intensely 
concentra ted  on him. Through  her  question she gets Tom to say more, thus 
entering into his intra-psychological processes. W igdis is very concerned 
vvith letting children  speak. There are a n u m b e r  of reasons for this, not the 
least being that she th inks it is im portan t  that they learn to use the language 
for Com m unication  purposes.

Moreover, she causes Tom to consider  his ovvn emotions. She asks, “Then 
you vvere also u n h a p p y  about this?” (12). This might he considered  a leading 
question. If she instead had asked Tom vvhat he felt or thought, she might 
have got h im  to pu t vvords to his ovvn emotions. The question  may, hovvever, 
he taken as an indication  that the teacher pu ts  hersell in the boys place,
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that she unders tands  and confirm s his em otions,  that she, in o the r  w ords ,  
is felt to be supportive in the situation. At any rate Tom nods confirm ation 
to the ques tion  of vvhether he was sad (13).

VVigdis also a t tem pts  to make him place himself  in the s ituation of others, 
to adopt the perspective of o thers th rough  the ques tion ,  “Do you th ink  it 
w o u ld ’ve been good for h e r  to hear that you d id n ’t really m ean it?” (16). 
This question could also have been phrased  differently to make Tom pu t  
into words w hat the girl had felt. For example , she could  have asked Tom 
w hat he believed the girl w ou ld  have felt or experienced  if he h ad  told her 
he was sorry for \vhat he said to her. N onetheless,  VVigdiss u tte rance  causes 
Toni to use language for further reflection. He does not, hovvever, reflect 
about the girls em otions, he wishes to explain to the teacher w hy he callcd 
the girl a “nigger” (17). VVigdis em phasises having the ch i ld ren  use language 
to state w hat they th ink  and  believe. This is not so m e th in g  tha t  s im ply 
develops on its ow n, it m ust be trained.

Both verbally and  non-verbally  VVigdis show s su p p o r t  and  acceptance in 
this situation. The exception is w hen  VVigdis responds  to Tom s at tem pt to 
explain why he called the girl what he did (17). Here she replies, “But no 
m atte r  w hat she had  do n e ,  sh o u ld  you have called her a n igger?” (18). 
Another  type of response might have made Tom reflect further. Responses 
of an evaluating or judging nature  are not as good tor facilitating further 
interaction. Nevertheless, VVigdis also tells Tom that he is clever (20), she 
offers h im  positive feedback because of his deve lopm en t here. VVigdis leels 
it is im portan t to give her  s tuden ts  positive feedback.

VVigdiss strong supportive  atti tude is show n by the fact that she looks at 
Tom, leans in his d irection, changes her intonation  and lacial expressions 
d e p e n d in g  on Tom s u tte rances.  She is receptive to w ha t  Tom says, her 
responses incorporate Tom s voice. In addi t ion  to reflecting the voice ot ou r  
culture, the voice oi the curr icu lum , the voice oi the school activity pian, 
VVigdis’s voice also reflects the voice oi the girl vvho was called “nigger” (16, 
18). By entering the inter-psychological process that is described here, the 
teacher gets to know  the boy better. The boy m ediates what he is th ink ing  
and feeling, and  thus  the teacher learns about his know ledge and  attitudes. 
She enables him  to use language as a tool, not only lor Communication, bu t 
also as a tool for reflection and avvareness oi o n es  ow n thoughts ,  actions 
and  emotions. In tu rn  this may cause Tom to stop, reflect and pian  his ow n 
actions the next time he encoun te rs  s ituations w here he feels provoked.
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T e a c h e r  LIEE ST0R1ES IN B a k h t i n i a n  p e r s p e c t iv e

Two lsraeli teachers w ho participated in life-story interviews enable us to 
il 1 ustra te  the idea of m ult ivo icedness  as it com es to expression in these 
teachers’ accounts  of their work. Both teachers were invited to participate 
in the research because of their involvement in various k inds of innovative 
w ork  in their schools  (Elbaz-Luwisch, 2000). Dalia is a high-school science 
teacher, in her  early 4 0 ’s; she is religiously observan t,  and teaches in a 
sc hoo l  for girls  w i th in  the O r th o d o x  Jew ish  schoo l  sector. Yael is an 
e lem e n ta ry  school teacher  in her  30s;  she teaches in a k ibbu tz  school, 
where she is involved in setting up  a program for gender equality.

In lis tening to the stories told by Dalia and Yael, it becam e apparent that 
bo th  of  the stories are non-linear, and were not told chronologically: Both 
of th e m  w en t back and forth in the intervievvs, som etim es ske tch ing  the 
main Iines of the Story, sometim es filling in details. Yael started from her 
early life, describ ing the different phases quickly, and then went back to 
reminisce and elaborate on many im portant events from childhood  in the 
middle of telling about her  current work. Dalia began her Story by talking 
about the m eaning  of career, and then  she also re tu rned  to fill in different 
details in som ew hat ra n d o m  order. The form in w hich  they teli their stories 
seems to d em onstra te  thai both Dalia and Yael are alvvays and necessarily 
‘in the m idd le  of th in g s’. The stories are com plex , circling a ro u n d ,  and 
essentially bo th  stories are dialogical, as Dalia and Yael are always engaged 
in w ork ing  things ou t,  in their ovvn m inds  and in conversation with  others.

These dialogical processes take place in dilferent contexts and settings. 
VVe will look at the m ult ivoicedness of these teachers’ dialogues with pupils  
and colleagues, in the context of w ork  on cu rr icu lum  and subject matler, 
in the d ia logue betw een  hom e and  family, and  in their  own reflections, 
w h ich  might be con s id e red  ‘conversa tions  w ith  them se lves’. Finally, we 
wil 1 cons ider  the natu re  of the different social and  cultural voices that are 
ventri loquated  th rough  their stories.

Dialogues w ith  pupils  and colleagues Yael tells hovv she heard about a 
project on  gender  equality  run by the Ministry of Education and the YVomens 
Lobby:

I said O.K., we will join that... 1 vvent ahead to a meeting, and when I had to 
introduce myself, I told them who 1 was and said “Pm going to force you to do 
this project in our  school . '" That s how 1 introduced myself, the height of nerve 
(‘hu tzpah’), 1 think, and they were in shock, but the fact is, things started 
rolling.
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Yaels confident engagem ent in dialogue w ith  colleagues, parents,  and  others 
in her com m unity  is reflected in m any places. Regarding a decision no t to 
involve paren ts  more in the  projec t,  for iear of rock ing  the boat ,  Yael 
com m ents: “I th ink  our  co m m u n ity  is ready for this, and  even if t\vo or 
th ree  pa ren ts  c o m p la in ed ,  there  w o u ld  have been  a deba te  and  that is 
legitimate, its m ean ingfu l .”

Dalia te 1 Is how  she was dissatisfied with the educational approach  of the 
first school where she taught, and  after a while

1 asked the principal to he a homeroom teacher (“mechanechet” - educator), 
and I was given one of the classes, don’t ask vvhat 1 did with them... 1 organized 
weekends ... 1 had no cooperation from anyone, no support, no help, just a lot 
of interference... 1 put a lot of energy into it, but I teit that it had no chance of 
having an impact in the long run, because 1 was slowly becoming burnt out. 1 
felt that 90% of my energy was going to deal with ali the hurdles that vvere being 
put in my way. Just to organize a bus for a trip was a nightmare!

Then Dalia was offered a position at a religious girls’ school and  given a
m andate  to set u p  the physics depar tm ent .  She met with the local inspector, 
w ho told her the school had an impressive educational program , but

He told me “you have no chance of setting up a physics trend there, the principal 
is dreaming - this is a religious school for girls, and girls have no interest in this 
subject.” And you know what? That is just the sort of thing that I take as a
challenge. He said that, and 1 said to myself, I’ll show him!

Dalia also describes lengthy discussions bo th  at hom e, and  in school about 
value conflicts that arise particularly a round  religious and social issues; she 
may be draw ing implicitly on a religious tradition of debate and  discussion 
tha t  is g r o u n d e d  in T a lm u d ic  s tu d y  an d  a rg u m e n ta t io n .  For Yael the 
backg round  tradition  may be that of the socialist k ibbutz  m ovem ent with 
its patterns of discussion w hereby  cl i f f icult ies are exam ined  and  problem s 
solved. VYhatever the origins of these styles of debate, it seems that both  
w om en  are deeply engaged in d iscussion and  a rgum ent w ith  colleagues. 
They see debate and  conflict as valuable and  legitimate, and  they d o n ’t 
want everyone to simply do as they say. In laet, w ork ing  against an opposing  
point of view may be energizing for them.

Curricular d ia logues.  Enacting a cu rr icu lum  that is relevant to their  
pupils is som eth ing  that is com pletely self-evident for bo th  teachers, and 
for both  of them  it com es about th rough  dialogue with pupils. Dalia says 
“often f had discussions w ith  the s tuden ts  du r in g  physics classes, about ali
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kinds  of topics, ahout things that were h ap p e n in g  in the country, about 
m o tiva tion  to serve in the artny... the s tu d e n ts  are so thirsty.” And Yael 
com m en ts ,  “anyth ing  that gets the ch i ld rens  a t tention, 1 easily go in that 
d irec tion  - if a child com es w ith  so m e th in g  from  the news, so m e th in g  
about values, that belongs to everyday living, or il theres  a p roblem  in class, 
it attracts me m uch  more than teaching ano ther  unit in ar ithm etic .”

Dalia believes that her  school m ust provide a religious and educational 
alternative to the secular lifestyle m any of the s tuden ts  are exposed to outside 
of school hours. Recently, she was instrum enta l in organizing a party  for 
Purim  (a holiday celebrated by dressing in c o s tu m e san d  m uch merrymaking) 
w hich  inc luded  Karaoke music and perform ing by the girls; the event was 
criticized by those with more conservative views oi religion, and Dalia was 
one of those w ho  argued for the necessity of such  activities in o rder  to meet 
s tuden ts  halfway. She engaged in serious soul-searching because it was not 
her in ten tion  to com prom ise  her  religious principles.

Yael s vvork in the G ender Equality program  provides many examples of 
d ia logues a ro u n d  curr icu lar  issues, w hich  illustrate how  different voices 
com e to expression and mediate a variety of changes in the school s programs.

For example, the idea o f ‘M others’ Day’ ahvays bo thered  me, and 1 w o u ld n ’t 
do it in my class, 1 had ‘Family Day’ and 1 rem em ber  that people were very 
angry w ith me because I vvas the only one w ho  refused to invite the mothers...  
today no one would  even th ink  of celebrating only  ‘M others’ day’, theres  
been a tu rn -a ro u n d .

A m o n g  the m any  changes  tak ing  place in the school,  Yael m e n tio n s  
d iscussions d u r ing  Bible lessons:

This year they taught the Creation differently than every other year, about the 
creation of woman. They taught about two stories of creation... parents called 
me and asked to hear the Story, so they would he able ti) help the kids.

as well as in literature, vvhere the roles of men and w om en  and m any other  
topics started to com e up:

A teacher taught a poem  about a boy w ho  sits backw ards on his chair, and 
she asked w hy  it s abou t a boy...and it tu rn ed  ou t the girls also sit that 
way...there was a discussion... these are things that w ould never have come 
up  before.

D ialogue b etw een  h om e and family. Both teachers see their lives as ‘ali 
of a p iece’, vvith work and private 1 i f e interrelated ali the time. Dalia tells oi 
the m ajor change that resulted from her d au g h te rs  studying  in her school. 
Her daughter  became very involved in the spiritual aspects of the schools
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message, and Dalia had m any ongo ing  conversa tions  vvith her  d a u g h te r  
and with  a former s tudent;  as a result the vvhole family began to focus rnore 
on spiritual an d  religious matters. The increased religious observance in 
her persona! lite is in interesting contrast to her  bold cham pion ing  of  the 
Karaoke ce leb ra tion  for P urim , w h ich  raised  ob jec tions  from re lig ious  
conservatives am ong  the school stafl. And it may be because she is k n o w n  
to be strict abou t  religion in her personal lile that her rnore radical ideas 
about educational practice are taken seriously.

Yael also constantly  interweaves stories of her  tamily with her accoun t oi 
her career. Not having children  oi her own, Yael olten  looks at the school 
th rough  the experience of her niece and nephevv w ho  are outsiders a t tend ing  
a k ibbutz school. She is also very aware of and  sensitive to the difficulty 
and  even threat posed by the equality p rogram  to teachers, touch ing  what 
goes on  in their hom es and  families:

For some people it s threatening...maybe it threatens what goes on m the 
home...its threatening to see that 1 am making mistakes, it s scary. ..ali oi a 
suddenyou  work on yourselt, you check things.. .how am 1 raistng my children 
with respect to this? lt’s very personal...the fact that the vvomen (teachers) 
know one another, alterwards they go home and live together on the kibbutz 
and sometimes one chatrs a committee that deals \vith the other ones child or 
husband.. .so they’re very sensitive to that.

Conversations w ith oneself Both teachers engage in rellection abou t their 
ovvn work, and the best use of their energies. Dalia th inks  about w ithdraw ing  
irom the responsibility of being a hom eroom  teacher, because it is the most 
difficult job at times, and yet she feels tha t this is w here  the au then t ic  
educational w ork  can be done.

Do you understand the dualism 1 leel? Ali my other responsibilities are rnore 
administrative, organizational... these things depend only on you, on your 
ability to carry things out, your ideas, so il you are good, you succeed. And with 
the pupils, it s depenclent on the other, and there are many girls I havent been 
able to get close to...with some oi them, 1 leel that my messages, and the things 
1 say, don’t speak to them at ali. I speak a different language. 1 have a very hard 
time with this. And it s painini, because 1 think the tnith oi this vvork ultimately 
is not m knovving hovv to organize parties, it s in the pupil.

At the time of the intervievv, Yael was th ink ing  abou t hovv to continue the 
projecl into its second year, du r ing  which the focus vvould be on bringing 
about further changes in classrooms. She saw her  rolc as one of suppo r t ing
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and push ing ,  being som eone to w h o m  the o lher  teachers could com e with 
ques tions and concerns. She was also a\vare that she “will not be a teacher 
lorever...it seems to me too difficult, and o n es  patience vvears thin after a 
vvhile, you have to be so patient .” In fact as someone w ho  is very involved 
in m any  spheres  of social and political activity, she has “very attractive offers, 
the o p l ions  are m ore  appealing than teaching, I adm it ;” a year or so after 
the intervievvs Yael began working as a teacher-advisor for the Gender Equality 
program.

Difterent social and  cultural voices. Both teachers are intelligent and  
thoughtful w om en  w ho  give expression to high ideals and th ink  seriously 
about education: they speak as relormers with a vision of what their schools 
could become. And yet, they also occasionally express more negative views 
oi the system and even of kids, views w hich  one encoun te rs  in every school. 
For example , w hen  Dalia described her early experience of teaching physics 
in vocational classes, she expressed some of the co m m o n  stereotypes about 
low-achieving s tuden ts  - they are not motivated, and no  one really wants to 
teach them:

They gave me one good class - 9th grade...in that class 1 was very successful, so 
they let me continue with them, and gradually, over the years 1 came to teach 
only the good classes. No one wants to teach the other classes, by the way...its 
very difficult, basically the childrens main purpose is to leave school with a 
certificate that they spent 12 years in school...they have no motivation, the 
subject doesn’t mterest them, they wi 11 go to work in a garage, or do other 
(unskilled) jobs.

This com m ent does not reflect Dalias usual position, bu t  she is ablc to give 
voice to this aspect of reality from the point of view of the new  teacher 
saddled with a full load of difficult classes. Similarly, in Yaels portrayal of 
her lirst year, she also tells abou t the pupils  from the point of view and  in 
the voice of a harassed  te ac h er  (or w h o m  the c h i ld ren  rep resen t  only 
problem s. W hile  the latter voices, voices usually associated with teacher 
resistance and com plain t,  are present, they appear  only occasionally and 
don't take over. Perhaps their awareness of these voices gives Dalia and Yael 
m ore credibility with  their colleagues - they can speak the same language, 
and despite their high ideals they are not ‘holier than th o u ’.

Avvareness of dilferent cultural voices is also expressed clearly by Dalia, 
w ho was very influenced by a recent discussion with the graduating  class, 
in w hich  the girls pointed  out that the school reflects a European, Ashkenazi 
tradition , w hich  is alienating  for the girls from Sephard ic  backgrounds .  
She sees this as a serious w eakness of the school. She is also aware that for



some oi het' pupils ,  she ‘speaks a different language’ than  they do, an d  her  
message (particularly concern ing  religion) does not register vvith them. Dalia 
expresses a diversity of voices on  the subject of religion too: in her  personal 
life she is searching for the right way, and has becom e more observant over 
time, bu t  in the school context she usually searches for relevance, lor ways 
of adapting  behaviour to s ituation  vvithin the letter and spirit of religious 
law. Thus  she has conflicts vvith colleagues whose first concern  seem s to be 
that the religious laws shou ld  not only be upheld  bu t  also seen to be upheld .  
Dalia often argues against this position bu t acknovvledges that b o th  k inds 
of concern  are important.

Yael also expresses different voices on the issue of gender. She tells about 
her ow n developm ent from the position vvhere she though t that “one shou ld  
choose on the basis of ability and not male/female”, to the u n d e rs ta n d in g  
that tf w om en  vvere not su p p o r ted  in their political and o ther  aspirations 
they vvould not be represented.

1 noticed the vvomen vvere not there, in politics. 1 had a friend vvho ran for a 
position vvith the Youth Wing of the party, and it really bothered me vvhen 
people asked her, Hovv can you do it vvhen you have a baby daughter? Running 
against her vvas a man vvho also had a baby, and no one even raised the question. 
That vvas astounding to me.

Follovving this realization Yael becam e active in the VVomens Lobby and 
slovvly becam e more involved in vvorking for equality  of o p p o r tu n i ty  for 
vvomen. “1 savv that on  the Kibbutz vvomen d o n ’t get vvork places that they 
shou ld  get, or positions, and vvomen vvho vvant to be on Boards oi Directors 
are sent to a Special course ,  tha t  m en  a r e n ’t requ ired  to ta k e .” As her 
unders tand ing  grevv Yael came to see equality as a b roader issue:

Its more correct to taik about equality of opportunity... in the State of Israel, in 
the vvhole World, everyone should have an equal chance to develop and get to 
wherever they want... you can’t say, 1 want equality between the sexes but not 
betvveen races, or between Ashkenazim and Sepharditn, or Arabs and Jews.

Yael h in ts that she is critical of some recent changes in the k ibbutz m ovement, 
yet she can also be nostalgic and use the relatively uncritical language of the 
old days’ vvhen the k ibbutz m em ber  to be adm ired  was a strong, friendly 
and  helpful male w ho  vvould alvvays organize vvhatever people needed.

It is apparen t that bo th  Yael and  Dalia are deeply  involved in a ph ilosophy  
or World view - O rth o d o x  Juda ism  for Dalia, socialist and k ibbutz  ideology 
for Yael - vvhich grounds  and  organizes ali their thinking. Both of them,
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partly as a result of their philosophies and partly th rough  personal preference 
and tem peram ent,  w ork  incredibly hard and like to be involved, not watching 
from the sidelines. Both are willing to go out on a limb, and to do things with 
w hich others may not agree. They do so because they believe in their ovvn 
ideas an d  want to influence others. The fact that each of theni has a vety clear 
and com pell ing  set of heliefs to guide her educational work also makes them 
stand out in com parison to the majority of teachers who find themselves torn 
between the conflicting alternatives that characterize postm odern  times. Even 
in the k ihbutz  and the religious school systems, fevv teachers are as single- 
m inded  and clear in their views as are Dalia and Yael.

A conception  that may help to make sense of this is Bakhtins distinction 
betvveen authoritative discourses and internally persuasive discourses, which 
Bloorn sees as “an enabling heuristic for m aking sense oi successes and failures 
at ‘b reaking out' o f 'o ld  behaviors’.” (Bloom 1998, 25) Authoritative discourse 
“d e m a n d s  that we acknow ledge it, that we m ake it ou r  own; it b inds us, 
quite Independent oi any power it might have to persuade us in te rnally . . . its 
a u th o r i ty  was a lready acknovvledged in the pas t .” (Bakhtin, 1981, 342) 
Internally persuasive discourse, hovvever, “is denied ali privilege, backed up 
by no authority  at ali, and is frequently not even acknov/ledged in Society” 
(342) and  it “is of clecisive significance in the evolution of an individual 
co n sc io u sn e ss” as the individual engages in a process of “d is t inguish ing  
betvveen o nes  ow n and  ano thers  discourse, betvveen ones  own and anothers 
th o u g h t”. Internally persuasive discourse is tightly intervvoven with “ones  
own \vord”, even though , in the dialogical unders tanding  of language this 
discourse is always hai f ours and hali someone elses. (345)

This d istinction provides an interesting insight into the stories oi both 
Dalia and  Yael, each of w h o m  lives and vvorks w ith in  the confines of an 
authoritative discourse, yet it is a discourse which is also highly internally 
persuasive for them. Thus they share in the power and confidence that comes 
from accepting the dictates of an authoritative discourse (Orthodox Judaism  
for Dalia, socialist kibbutz ideology for Yael). However, each of them engages 
in debate with received knowledge, and they sometimes have the personal 
insight and energy that seems to come Irom challenging the authoritative 
discourse. This unusual situation is itself subject to historical and practical 
contingencies. In Yaels case the kibbutz m ovem ent is formally committed to 
equality, bu t su p p o r t  is lukew arm : the k ibbu tz  is curren tly  m u c h  more 
p reoccupied  with  econom ic issues as the rhetoric of individuality and the 
global market challenges traditional kibbutz arrangements. Yael is aware that 
in the future she could find herself in quite different circumstances, even 
leaving the kibbutz. For Dalia too, things could change if her school were to 
be more influenced by other discourses within religious Judaism, w hether  a
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more strict formalistic approach or a more mystical and (undamentalist trend; 
and she is keenly aware that her ability to speak to some of the s tudents  is 
limited by her language.

E t h i c a l  is s u e s

C oncerns about ethical issues in interpretative research craftsm anship  have 
been constan t com pan ions  oi researchers for a long time, as long as there 
have  been  p e o p le  w h o  ca ll  th e m se lv e s  in te r p re ta t iv e  r e s e a r c h e rs  o r  
e th nog raphers  ( G u d m u n d sd o t t i r  in press). The p ioneers  in e thnog raphy  
often  w o rk e d  w ith  iso la te d  i 11 ite ra te  n o n - w e s te rn  c u l tu re s .  The texts  
researchers wrote about their  fielchvork had  no influence vvhatsoever on 
the in fo rm an ts’ subsequen t careers or their lives. Moreover, the researchers 
w ere  s t r a n g e r s  w h o  a lw ays  d e p a r te d  as so o n  as th e i r  fielchvork vvas 
concluded . The ethical issues inheren t in this k ind of situation  were simple. 
Disguising the tribe and assigning pseudonym s to key inform ants  were the 
rule. If there were any unsolved ethical d ilem m as at the end  of the fielchvork 
they were solved by default w hen  the researcher left. O ther  possible ethical 
dilem m as were controlled rather than solved th rough  journal writing. Ltke 
the e thnographers  of the past, we w ho  conduc t narrative research on school 
practice knock  on the doors  of the people we w ant to s tudy  and obta in  
their perm ission to be a part of their lives lor a limited period of time. But 
that is vvhere the similarity ends. O u r  inform ants can read o u r  Studies and 
they tuay not like what they read. They have a career they care about, their 
time is precious and there are invisible unequal pow er relationships in ali 
research involving h igh-sta tus  academ ics and  lovver-status teachers, male 
and female (Carter 1995). In Bakhtins terms, we too are always engaged in 
a dialogue with o u r  research inform ants or participants.

In those cases vvhere researchers are lluent in the language of practice, 
the dialogue may have un ique  qualities.  It is in these contex ts  that teachers 
(as inform ants) tend to be more persona! than  they othervvise vvould have 
been. Thus narrative research on  school practice com es to be essentially a 
m o ra l  e n t e r p r i s e  r a th e r  th a n  a te c h n ic a l  o n e  vvhere r e s e a rc h e rs  an d  
inform ants  see them selves as moral agents in search ot a better practice 
(Elbaz 1997). This calls for a re-definition of the ethical and moral d im ension 
ot research on  practice. lt has heen  sugges ted  tha t m oral reason ing  is 
dialogical; a dialogue betvveen justice and care, vvith each notion representing 
distinct discourse practices (Day and  Trappan 1996). The “justice” voice 
speaks the language of fairness and equality. Ventriloquating through this
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voice are m any of the great moral ph ilosophers  since ancient times. Then, 
there  is a n o th e r  voice, the voice speak ing  the language of “ca r ing”. Its 
vocahu la ry  ca p tu re s  in te rp erso n a l  re la t ionsh ips ,  fcelings, a t t i tudes  and 
flexibility (Noddings 1991;Trappan  1991; 1992). Thus, Solutions to practical 
ethical d ilem m as are never  absolute and east in stone. Instead Solutions 
can be claimed th rough  a s truc tu red  dialogical process betw een  the two 
distinct voices.

O u r  use of a Bakhtinian perspective may indirectly provide an additional 
safeguard on the ethical quality of our  work. A lthough we listen carefully 
and report as faithfully as possible the vvords of particular individuals, our 
interest in m ultivoicedness m eans that we pay a t tention to many diflcrent 
voices and to the varied social, cultural and historical contexts lrom which 
those voices are uttered. We do no t seek to reduce the individual to a single 
‘au then t ic ’ voice, nor  to any particular com bination  of voices. Nor do we 
claim  to k n o w  the u l t im a te  ‘o r ig in ’ of any p a r t icu la r  voice. T hus  the 
individual teacher or pupil,  with her un ique ,  changing  and com plex storied 
identity, alvvays s tands a little way outside of our storied accounts and retains 
her integrity.

CONCLUSION

VVe, as narrative researchers on school practice, do not intend nor w ant to 
be mere messengers, vvriting d ow n  the w ords  and actions of som eone else. 
O u r  accounts  above of Wigdis and Tom, oi Dalia and Yael, are the results of 
m ult ip le  overlapping  dia logues -  between  the teacher  and  her s tuden ts ,  
a m o n g  c o l le a g u e s ,  b e tw e e n  te a c h e r  a n d  p a re n ts ,  a m o n g  th e  p u p i l s  
themselves, am ong  teachers and researchers, and vvith the philosophical 
and research literature. In the dialogue between YVigdis and Tom we saw 
the possibility of a conversation that examines vvays of speaking and  their 
moral implications, that p robes stereotypes and encourages children  to put 
themselves in the place of  the other, w ithou l judgm ent or moralizing. In 
the lile stories oi Dalia and Yael we saw the possibility of teachers listening 
to their ow n multiple voices, becom ing  avvare of different social, historical 
and cultural influences on their speaking and their work. These are their 
stories, but they are also the result of a dialogue betvveen the two authors, 
fo re g ro u n d in g  o u r  ow n  u n d e r s ta n d in g  of  the charac ters ,  and  b r ing ing  
forward voices that we believe are im portan t to listen to. The Bakhtinian 
perspective enabled us to hear these voices and provided us with tools for 
probing them  to see how  they w ork  in dialogue.
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We may not be able to d ism an tle  o u r  c u l tu re s  patriarchy, bu t  in the 
telling oi messy, m ultivoiced stories such  as these, we have an o p p o r tu n i ty  
to rid interpretative research of its narrative coercion. We can only say that 
ou r  inform ants have claimed a voice of their ovvn th rough  vvhich the language 
of practice ventriloquates, a voice that does not reproduce the gendered,  
hierarchical and patriarchal s tructure  of our  culture, w h en  vve, as researchers, 
have accepted nonunita ry  subjectivity as a s trength  rather than  as a weakness 
and  as an alternative d iscourse in ali b ranches of interpretative research. 
Othervvise teachers (male and  female) \vill never have the op p o r tu n i ty  to 
see themselves “outside of masculinist ideologies” and  will never gain strength 
from exploring their own n o n u n ita ry  subjectivities (Bloom 1996, page 193). 
In this respect,  it seems to us that if the stories of YVigdis and Tom, Dalia 
and Yael are useful to our un d ers ta n d in g  of classroom practice and  teaching, 
it is because they are not closed or final, but genuine, messy stories em bedded  
in experience, vvhich can help to tu rn  upside  d o w n  sotrte received ideas 
abou t schooling and  teach ing  practice.
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Gcert  K e l c h t e r m a n s  a n d  K a t r i j n  Bal le t

LEARNING H O W  TO PLAY THE GAME
T H E  DEV ELO PM EN T O F  M1CROPOLIT1CAL L1TERACY

Research on beginning teachers’ socialization has clearly show n that this 
phase in their career is of particular im portance  to their professional 

developm ent.  Basically teachers only “becom e teachers” once they effectively 
s ta r t  to p e r fo rm  th e i r  job d u t ie s  (e.g. V eenm an ,  1984; Jo rde l l ,  1987; 
H u b erm an ,  1989; F reshour  &  Hollman, 1990; Bullough, Knowles &r Crow, 
1992; Kagan, 1992; S chem pp ,  Sparkes &  Tem plin, 1993; Kelchtermans, 
1993; Kuzmic, 1994; Tickle, 1994; Borich, 1995; Gold, 1996; Vonk, 1994). 
T h a t  m o m e n t ,  how ever,  they  don 't  on ly  have  to deal w ith  c lass room  
responsib ili t ies  and d idactica l issues, bu t they also becom e ( tem porary)  
m em bers  of the school as an organization. This again constitutes a com plex 
set of challenges and learn ing  tasks beg inn ing  teachers  are facing w hen  
they start their career and  th u s  the developm ent of their identity as teachers 
(see also Kelchtermans &r Ballet, in press): learning to handle the no rm s  
and values that prevail in the organization, to deal with a principal or with 
the colleagues in the staff, as well as w ith  the paren ts  of their  pup ils . . .  
Basically this learning is abou t pow er  reiätions and interests or - a s  we will 
argue- a b o u t  deve lop ing  a “m icropolitical l i teracy”, an essential part oi 
beg inn ing  teachers’ professional deve lopm ent.  Using the micro-poli tical 
perspective (Ball, 1987; 1994; Blase, 1991 &r 1997; Hoyle, 1982), we will 
illustrate this by presenting the result of an in terpretative reading and re- 
telling of one primary teachers  Story about h is first years in teaching and 
how  he learnecl to play the game.
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T he  stu d y

The case of Rob is one oi the 14 cases on beginning Flemish primary 
school teachers (see also Kelchtermans Sr Ballet, in press). Using a väriäni 
oi the procedure lor “autobiographical sell thematisation” as developed by 
Kelchtermans (1994; 1999), wecollected databy stimulatingour respondents 
to reflect back on their career (auto-biographical) and narratively share 
their expenences and the meaning they got for them (thematisation). For 
this study we adapted the procedure by starting vvith a qu es t io n n a ir e  in 
which the respondents were askecl to give a chronological overview of their 
formal career positions (contracts). Apart from the formal career, the 
questionnaire contained also open questions, on the perception oi their 
actual job situation; on the evaluation of their teacher training experience, 
and a question aiming at identifying possible critical persons who had 
been particularly supportive during the start of their careers. The results 
from the questionnaires providecl the intervievvers with a kind oi “robot 
photo” of the respondent, on the basis of which the researcher was better 
able to prepare the n a r r a t iv e -b io g ra p h ic a l  in te r v ie w  that constituted the 
next step in the data-collection.

The narrative-biographical interview was semi-structured in form and 
basically consisted in a systematic exploration of the questionnaire data, 
both the formal career and the ansvvers to the open questions. The semi- 
structured form allovved lor the collection oi rich narrative data, in which 
the specific individual experiences of every respondent were rcflected, while 
the structuring of the data collection provided sufficient commonalities in 
the approach to make a comparative analysis oi the data possible. In eliciting 
the teachers’ Story we focused on the socialization process, conceived ot as 
the m eaningfu l in te rac t io n  betw een  the b eg in n in g  teacher  and the 
organizational context of the school where s/he was vvorking.

Ali intervievvs were tape-recordcd ,  transcr ibed  a n d  in te rp re ta t iv e ly  coded.  
After transcription and coding, a systematic summarizing report was written, 
presenting lor every respondent ali relevant data in a structured form (ali 
reports had the same structure oi paragraphs). This report vvas called the 
Professional Biographical and Micro-political Prolile (brief: the Profile). 
For the purpose of this article we confine ourselves to presenting the Prolile 
oi a teacher vve called Rob, vvho had vvorked for three years in primary 
schools as we interviewed him (autumn 1998) (See Figure 1).
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ROB

* Born in 1 9 7 0
* 1 9 9 0 - 1 9 9 1 :
studies  G e r m a n  Philology a t  the university, but gives it up a f t e r th e  first year
* 1 9 9 1 - 1 9 9 4 :
s tudies  a t  a  H igher  Institute for Teacher  Educationj  to b e c o m e  a  pr im ary school t e a c h e r
* 1 9 9 5 :
m arries  to a  prim ary school  t e a c h e r

Overvievv of the different  con trac ts  a n d  posts
(1) 2 4 . 1  1 . 9 4 - 2 3 . 1 2 . 9 4 :
Fulltime te a c h e r  in G r a d e  4 in M
(2) 0 9 . 0 1  . 9 5 - 3 1 . 0 8 . 9 5 :
E duca to r  in a  b o a rd in g  school  for seco n d a ry  ed u ca t io n  (pupils o f  1 6 -1 8  years)
(3) 01 . 0 9 . 9 5 - 3 0 . 0 6 . 9 6 :
Fulltime te a c h e r  in G r a d e  3 in SPRN (School Board = CC)
(4) 0 9 . 0 9 . 9 6 - 0 1 . 1 0 . 9 6 :
Fulltime t e a c h e r  in a  c o m b in a t io n  c lass  of G r a d e  5  a n  6 in O
(5) 0 8 . 1 0 . 9 6 - 2 4 . 1 0 . 9 6 :
50 %  t e a c h e r  first G r a d e  in N
(6) 04 .1  1 . 9 6 - 2 0 .1 2 . 9 6 :
Teacher  (75%) G r a d e  4 in SPS (CC)
(7) 2 0 . 0 1 . 9 7 - 3 0 . 0 6 . 9 8 :
Fulltime te a c h e r  first G r a d e  in S P O  (CC)
(8) 0 1 . 0 9 . 9 7 - 3 0 . 0 6 . 9 8 :
Fulltime t e a ch e r  first G r a d e  in S P O  (CC)

Figure 1: Robs (ormal career

Actions and though ts  of organization  m em bers  are to an im portant degree 
determ ined  by interests (Hoyle, 1982). Taking up  this Central idea from the 
m ic ro -p o l i t ic a l  p e r s p e c t iv e ,  we l inked  it to th e  c o n c e p t  of  “vvorking 
cond it ions” (Kelchtermans, 1996). Ali teachers and  principals hold beliefs 
about w hat entails  good teach ing  and  w hat co n d i t io n s  are necessary or 
desirable to pcrfo rm  their  professional tasks properly. These desirable or 
necessary vvorking condit ions  operate as p r o f e s s i o n a l  i n t e r e s t s  to the people 
involved .1 T hrough  micro-political actions teachers will strive to establish 
the desired vvorking conditions,  to safeguard theni vvhen they are threatened 
or to restore th e m  il they have been  rem oved . M i c r o - p o l i t i c a l  a c t i o n  vve 
th u s  u n d e r s ta n d  as t h o s e  a c t i o n s  t h a t  a i m  a t  c s t a b l i s h i n g ,  s a f e g u a r d i n g  o r  
r e s t o r i n g  t h e  d e s i r e d  w o r k i n g  c o n d i t i o n s .  T h is  d e f in i t io n  g u id e d  o u r  
interpretative reading of the narrative-biographical data collected from Rob 
(career Story). We now  present the results oi this in terpretative analysis, 
thus chronologically  re-telling Robs Story h ighlighting his micro-political 
elements learning.
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R q b ’S CAREER STORY RETOLD

Teacher education

Looking back at his training as a teacher, Rob is quite satisfied. He enjoyed 
both the curriculum and the training methods. He also was a highly engaged 
reporter lor the institutes internal nevvspaper, although that often got hitn 
into discussions and conflict with soine of the teacher trainers, who d id n ’t 
always agree with the nevvspapers content.

One further incident needs to be recalled here. Rob experienced some 
difficulties during one of his teaching practice assignments in School SPRN. 
During a lesson in which his supervisor Iroin teacher education was present 
to observe and assess, Rob fell Hat on his face: “T h a t  w e r e n ’t g o o d  lessons.  
I f u l l y  a d m i t .  ( . . . )  A t  a g i v e n  m o m e n t ,  l c o l l a p s e d  a n d  s t a r t e d  c r y i n g  l ike a 
l i t t l e  c h i ld .  S o  I h a d  to g o  to  t h e  p r i n c i p a l . ” This principal, hovvever, 
d idn’t comfort him, but even vvorse, lie was very mad with Rob. “H e  la s he d  
o u t  a t  m e  i n s t e a d  o f  c o m f o r t i n g  me .  H e  s a i d  ‘Don’t t h i n k  y o u l l  m a k e  it in 
e d u c a t i o n  w i t h  t h i s  a t t i t u d e  a n d  t h i s  p o o r  l e v e l  o f  s t r e s s  c o p i n g . ’ T h a t  
m o m e n t ,  I t h o u g h t  a  lo t  a b o u t  b r e a k i n g  u p  vvith m y  S t u d i e s .  I c o u l d n ’t 
h a n d l e  it a n y m o r e  a n d  d c c i d e d  ‘I f  e d u c a t i o n  is l i ke  t h a t ,  I r e a l l y  t h a n k  f o r  
i t ’. It vvcis a n  c o i n c i d e n c e  of  a  lot  o f  c i r c u m s t a n c e s ,  b e c a u s e  t h a t  m o m e n t  I 
h a d  a lot  of  d i s c u s s i o n s  vvith the  t e a c h e r  e d u c a t o r s ” (concerning some of 
his pieces in the school newspaper). It was only thanks to his m others  
support and encouragement that Rob continued and successfully finished 
his Studies.

S ta rt as a teacher

Getting a job was the first concern to Rob after receiving his teacher certif icate. 
Hovvever, in the autum n of 1994 jobs in primary schools seemed to be 
scarce and Rob couldrVt start. To tide over the period vvithout any work 
perspectives, Rob participated -voluntarily and unpaid - in school camps 
of different schools. This vvay he got the opportunity to get more relevant 
experience and to contact possible work contexts. “To g e t  c o n t a c t s  wi t h  
s c h o o l s  a n d  s h o w  ‘L o o k ,  I a m  a v a i l a b l e ’. I d i d  it b e c a u s e  I h e a r d  t h a t  I 
w o u l d n ’t h a v e  a n y  w o r k  in S e p t e m b e r  a n d  Oc t ob er . "  Rob, thus, had already 
understood that he vvoulcl have to conquer his position on the labour mar­
ket by purposefully using political Strategies. Making himself visible was 
the marketing strategy behind his commitment.
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(1) 2 4 .1 1 .9 4  - 2 5 . 1 2 . 9 4 :  I fel t  like a student  teacher

This engagement did indeed pay off and Rob was called to replacc a teacher 
of Grade 4 who \vent on sick leave. Thanks to the school camp, Rob already 
knew the pupils. The principal also knevv Robs qualities, but moreover he 
only wanted tnale teachers in his school (only boys school). Other female 
candidates for the job, even with more teaching experience, d idn t  get a 
chance. Rob felt a bit guilty about it, but at the saine time, he became aware 
of his gender-based strategic advantage: male teachers had become a ‘scarce 
good’ in primary schools and seemed to be very much Rvanted’.

Rob was only supposed to take care of Grade 4 and no furthcr commitment 
at school level was demanded. His colleagues treated him as a beginning 
teacher and d idn’t want to charge him with the tuli burden of school tasks. 
“I s t r o n g l y  e x p c r i e n c e d  m y  job  as ‘t a k i n g  ca re  o f  the  c lass  g r o u p  f or  2  w e e k s . ’ 
( . . . )  A n d  m y  c o l l e a g u e - t e a c h e r  m a d e  it e l e a r  to m e :  ‘You  d o n ’t h a v e  to 
w o r r y  a b o u t  th e  o t h e r  t h i n g s ’. Rob was very pleased with this situation, 
because this way he could focus ali energy on his work in the classroom, a 
task he still d id n ’t feel com pletely  confident about yet. “It w a s  v e r y  
c o m f o r t a b l e  to  m e .  B e c a u s e  t h a t  m o m e n t  I w a s  e x t r e m e l y  o b s e s s e d  a b o u t  
g i v i n g  g o o d  lessons .  A n d  so I w a s  v e r y  p l e a s e d  t h a t  I d i d n t  h a v e  to w o r r y  
a b o u t  t h e  p u b l i c  r e l a t i o n s  t o w a r d s  p a r e n t s  o r  t a k i n g  c a r e  o f  a n y  b i l l s .  
Focusing on his classroom work, Rob was firstly concerned with developing 
some kind of professional identity and self esteeni. His colleague-teacher of 
Grade 4 helped him a lot in his teaching task, passing on lesson plans and 
teaching materials as vvell as supporting him in dealing with the pupils. 
“T h a t  s a v c d  m e  a  lo t  o f  t i m e .  ( . . . ) .  A n d  b a s i c a l l y ,  I h a d  t he  a t t i t u d e  o f  
‘G o d ,  it o n l y  last s f or  a w e e k  or  t w o . ”’ Although Rob was mainly preoccupied 
with his own immediate duties in the classroom, his lack of commitment at 
the school level was also motivated by strategic reflections. There w ouldn’t 
be any gain for him from any commitment to others. “It w a s  a school  I 
d i d n ’t f ee l  a t  e a s e  w i t h  th e  c o l l e a g u e s  a n d  f u r t h e r m o r e ,  w h e n  s t a r t i n g  I h a d  
b e e n  t o l d  t h a t  it w o u l d  l as t  n o  l o n g e r  i h a n  t w o  w e e k s .  S o  I d e c i d e d  n o t  to 
get  i n v o l v e d  in the  t e a m . ” Additionally, Rob was new in the job  and he 
really felt like it. “I n o t i c e d  t he  o t h e r s  t h i n k i n g  ‘t h a t  is a n e w  o n e . ’ But  it 
d i d n ’t b o t h e r  m e . ”

Nevertheless, Rob established a good relationship with the principal, 
thanks to the strategic coaching by his colleague-teacher: “T h e  co l league-  
t e a c h e r  h a d  x v ar n e d  m c  ‘T a k e  care,  he  is a hy po c r i t e .  You h a v e  to gr e e t  h i m  
e v e r y  m o r n i n g  a n d  e v e n i n g .  T h i s  is f i n d s  e x t r e m e l y  i m p o r t a n t  to h i m . ’” 

Duritig this interim job, Rob became more self-assured as he noticed he 
was actually capable to successfully manage and teach a class group. He
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had been extremely afraid oi breaking down during a lesson, as he had 
experienced during his teaching practice. “D u r i n g  t e a c h e r  t r a i n i n g  t h e r e  is 
a h v a y s  ci b a c k u p .  ( . . . )  B u t  a f t e r  g r a d u a t i o n ,  y o u  a r e  ou t  th e r e  cdl b y  y o u r s e l f .  
A n d  vvhen  y o u  a r e  a l o n e  in y o u r  c l a s s  a n d  y o u  h i t  t h e  ro of ,  y o u  h a v e  to 
m a n a g e  it al i  b y  y o u r s e l f .  A t  t h a t  m o m e n t ,  t h a t  w a s  m y  g r e a t e s t  c o n c e r n :  
' W h a t  to d o  in c a s e  s u c h  a s i t u a t i o n  o c c u r s ? ’ B u t  l c o u l d  e a s i l y  m a n a g e ,  
b e c a u s e  I d i d n ’t h a v e  to x v o r r y  a b o u t  o t h e r  t h i n g s . ”

Due to this reduced set of job duties, Rob leit more like a student teacher 
than like a real teacher. He therefore also stayed away from the stafl room 
and had lunch in his ovvn classroom. He simply teit uneasy about being 
a ro u n d  with the colleagues and chose to avoid contac t (stra tegy of 
withdrawal). “In fac t ,  l d i d n ’t d a r e  to e n t e r  the  st  a f  f  r o o m ,  b e c a u s e  I f e a r e d  
‘vvhere wi l l  t h e y  be  t c dk i ng  a b o u t ? ’ P i c t u r e  t he  f a c t  tha t  l d o  n o t  u n d e r s t a n d  
the  th i ng s  t h e y  are  t a l k i n g  a b o u t .  T h a t s  w h y  l t r i e d  to k e e p  m e  a p a r t  f r o m  
the  o t h e r s . ” Standing aloof from his colleagues was to Rob an explicit means 
to cope with the short term of the interim. “\ V h c n  y ou  ac c e pt  t h a t  k i n d  o f  
s h o r t  i n t e r i m  j o b s ,  y o u  e f f e c t i v e l y  h a v e  t h e  a t t i t u d e  o f  ‘O k a y ,  l wi l l  g i v e  
e x c e l l e n t  l essons ,  ( . . . )  b u t  I d o n t  ca re  a b o u t  the  re s t . ’ ( . . . )  T h a t  w o u l d  b e  a 
\ vaste  of  energy .  Be c au s e  b y  the  t i m e  y o u  ge t  in t e g r a t e d ,  y o u  a l r e a d y  h a v e  to 
l e ave .  ”

This interim job ended at the beginning of the Christmas holidays, but 
Rob had already a new job oller in another school. Although he was not 
very enthusiastic about the previous job, he was satislied to leave the school 
leaving a good impression about himself, since he realized that this was 
strategically important lor possible luture job olfers. “E a c h  t i m e  on e  ac ce pt s  
to w o r k  in a sc h o o l ,  o n e  h o p e s  to g e t  b e t t e r  c h a n c e s  f o r  t h e  f  u t a r e .  E a c h  
t i me ,  o n e  t h i n k s  ‘I h o p e  l c a n  s t a y  t h e r e . ’ But  a f t ervvar ds ,  I w a s  re l ie ve d  not  
to w o r k  in t h a t  s c h o o l  ( . . . ) .  b e c a u s e  of  t h e  p r i n c i p a l  b e i n g  a h y p o c r i t e ”

(2) 09 .01.95-31.08.95: A  joyful temporary solution

In November, Rob applied for a task as educator in a boarding school for 
16-18 years old boys. He had contacted the inspectorate and they had 
assured him that there w ouldn’t be any serious job offers in schools for the 
rest oi that school year. In this contact with the inspectorate Rob also carefully 
checked vvhether accepting the job as an educator would negatively allect 
his future job opportunities in primary schools. “But  the  I n s p e c t o r  sa id:  
‘y o u ’d  b e t t e r  t u k e  a n y  j o b  y o u  c a n  ge t .  Because t h e  c h a n c e  t h a t  the  o n e s  
w h o  g r a d u a t e d  th i s  y e a r  vvi// f i n d  a j o b ,  is a l m o s t  zer o .  A n  i n t e r i m  job f o r  
s o m e  tvvo vveeks,  l i ke  y o u  a l r e a d y  d i d ,  o r  m a y b e  a m o n t h  a n d  t h a t  wi l l  be  
a l i . ’” So Rob accepted this job. However, he immediately made it clear (to
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the staff of the inst i tu t ion  and to himself) that it vvas only a tem porary  
occupation ,  while waiting for opportun it ies  in p rim ary  schools. “/f vvas a 
vvay t o  e a r n  m o n e y  a n d  to  o u t w e i g h  t h e  p r o b l e m  o f  b e i n g  u n e m p l o y e d .  
( . . . )  S o ,  d u r i n g  t h a t  p e r i o d ,  1 vve n t  o n  l o o k i n g  f o r  ‘Is t h e r e  s o m e t h i n g  
a v a i l a b l e  in p r i m a r y  s c ho o l s ? ’” Rob vvas very clear, bo th  to himself and  to 
the school abou t his position, his plans and com m itm ents .

Rob developed an excellent relationship w ith  the youngsters of the insti­
tute and  this m ade his self- confidence grow enorm ously : being able to 
hand le  18 year olds vvas unders tood  as a sign that dealing with primary 
school children could  not be m uch  of a p rob lem  anymore. “It g a v e  m e  a  
n o t i c e a b l e  se l f -  c o n f i d e n c e .  ( . . . )  I h a d  b e e n  a f r a i d  t h a t  t h e y  w o a l d n ’t a c c e p t  
me .  B a t  I q u i c k l y  f o u n d  out that I vvas c a p a b l e  o f  h a n d l i n g  t he  bo ys .  ( . . . )  
I h a d  t h e  f e e l i n g  ‘N o w  I c a n  h a n d l e  e v e r y  c l a s s  g r o u p .  N o  p r o b l e m . ’ You  
k n o w ,  s e l f - c o n f i d e n c e  r e m a i n s  t he  most i m p o r t a n t  t h i n g  to w o r k  o n  d u r i n g  
t he  f i r s t  y e a r s  of  t e ach ing .  O n e  h a s  to c o n v i n c e  o n c s e l f  ‘Yes,  you c a n  h a n d l e  
t h i n g s ’. W h e n  o n e  is t e a c h i n g ,  o n e  h a s  to he c p  t h i n h i n g  ‘I ’m  d o i n g  o k a  y, I 
c a n  m a n a g e ’. In  t he  e n d ,  y o u  a r e  t h e  o n l y  o n e  w h o  c a n  c o n v i n c e  y o u r s e l f ”. 
So develop ing  self-confidence as a teacher/educator  rem ained the Central 
issue in Robs personal professional agenda.

(3) 01.09.95-30.06-95: The first ‘i m i ’ job

At the end of each school year, Rob used to visit several schools, applying 
for a job. D uring his teacher training he had been explicitly advised to do 
so. Apart from that he also kept in touch with the regional inspector. His 
third job, Rob got thanks  to a friend, who vvas the daugh ter  of a p r incipal . 
The school vvas one oi the n u m e ro u s  schools governed  by the Catholic 
Congregation. Although Rob vvas pleased vvith the opportunity , he realised 
that the coin had tvvo sides. In case oi failure, the principal vvould teli his 
daugh ter  about it and that vvould be embarrassing. Moreover, this vvas the 
school vvhere he had  experienced  his cl i H ien 11 teach ing  practice and  he 
vividly rem e m b ere d  the lashing ou t oi the principal.  The principal vvas 
novv explicitly looking for a teacher vvho could effectively manage a class, 
since the former teacher had suffered a nervous breakdovvn because of the 
difficult g ro u p  oi pupils .  Rob thus  feared that the principal vvould also 
rem em ber  h im  and judge him  incapable. “T h e  f i rst  c o n f r o n t a t i o n  vvith the  
p r i n c i p a l  I t h o u g h t  h e  vvdl  r e m e m b e r  m e  as  t h e  s t u d e n t  t e a c h e r  vvho h a d  
sa t  c r y i n g  r i g h t  t h e r e  in h is  o f f i ce .  So ,  I vvas a l i t t l e  a f r a i d .  ( . . . )  B u t  he  
vv e l c o m c d  m e  v e r y  e n t h u s i a s t i c a l l v .  ( . . . ) .  A n d  he  l o o k  m e  a p a r t  a n d  s a i d  ‘I 
b e l i e v e  in y o u  a n d  y o u ’ll m a k e  it h e r e . ’ A n d  I f e l t  h i s  s u p p o r t . ”
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Because of ali ihis, the new contract was a real challenge to Rob. However, 
he was extretnely motivated to start it since he would have a full years job 
in a class of his own for the first time. “For t he  f i rst  t i m e  I fel t  l i ke  a  real  
t eac h er .  ( . . . )  A n d  I r e a l l y  f e l t  l i k e  s a m e n n e  i m p o r t a n t  to Socie ty .  I f e l t  l 
b e l o n g  h e r e .  ( . . . )  I r e a l l y  w a n t e d  to  s t a r t  w o r k i n g .  L i k e  ‘t h i s  i s m y  
c l a s s r o o m . ’ I r e a l l y  l o v e d  i t ”.

At the school years start, the principal offered Rob the educational 
“mission statement” oi the Catholic Congregation and the way the school 
worked vvith it. Rob also had a personal mentor, a colleague w ho was 
supposed to provide him with any information he needed about the school 
or classroom matters. His mentor, however, made it clear from the start that 
he would only provide technical support and would not go into emotional 
or social supportive mentoring. Rob, however, d idn’t mind, he felt self- 
assured. The new contract had boosted his self-esteem. His professional 
identity as a teacher had grown solid.

The school was located in a poor neighbourhood, with a lot of pupils 
from ethnic minorities. The teachers thus had to cope with a series of 
specific problems that they had not been prepared tor in teacher education 
or in-service training. The circumstances forced them to close ranks and 
work together, but this made them a great team. “T h a t  t e a m ,  l h a v e  the  bes t  
m e m o r i e s  a b o u t  it. It w a s  a  S p e c i a l  s c h o o l ,  b e c a u s e  it m a i n l y  c o n c e r n e d  
d e p r i v e d  c h i l d r e n .  A  t o t a l l y  d i f f e r e n t  c h a l l e n g e  t h a n  t h e  o n e s  l h a d  
e n c o u n t e r e d  in m y  f o r m e r  c o n t r a c t s  a n d  d u r i n g  m y  s t u d e n t  t e a c h i n g . ”

Rob enjoyed being part oi that school team. There was an open 
a tm o s p h e re  an d  e v e ry b o d y  vvas c o m m u n ic a t in g  h o n e s t ly  and 
straightforwardly. Positive as well as negative comments were exchanged in 
a constructive atmosphere. Although he found this a bit strange and unusual 
in the beginning, Rob quickly learned to appreciate this culture. “You  
k n e w  w h a t  y o u  w e r e  u p  to,  w h a t  o t h e r s  t h o u g h t  a b o u t  y o u  a n d  w h a t  y o u  
m e a n t  t o  t h e m .  Y o u  k n e w  ‘1/ I d o  s o m e t h i n g  v v r ong ,  I vvill g e t  a  g o o d  
s c o l d i n g . ’ In t he  b e g i n n i n g  I g o t  d i v e r s e  t e l l i ng  of /s ,  a n d  it d i d  s c a r e  m e  o [ f  
f r o m  t i m e  to t i m e ,  b u t  l i t t l e  b y  l i t t le I go t  to a p p r e c i a t e  it b e c a u s e  I r e a l i z e d  
t h a t  if t h e y  s a i d  I h a d  d o n e  w e l l ,  t h e y  r e a l l y  m e a n t  it,  a n d  I i n d e e d  h a d  
d o n e  w e l l . ”’ This collegial climate was in accord with his own ideas about 
how colleagues should be treating each other.

Rob found himself also confronted with parents. Because of the hard 
conditions most of the parents had to deal with, he triecl to be understanding 
and open towards their problems, questions and needs. He tried to cope 
with them in a diplomatic way. In spite oi their severe social and economical 
problems, these parents considered the school and the education as very 
important to their children and they were cleeply appreciative and grateful
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for Robs w ork as a teacher. “T h o se  p e o p le  sa id  in the  h e a r t  o f  t h c i r  h e a r t s  
‘t h a n k  y o u  fo r  e d u c a t in g  m y  c h i ld . ’ N o w a d a y s ,  y o u  d o n t  h e a r  il o f ten ,  because  
it s e e m s  e v id c n t  to e v e ry b o d y .  ( . . . )  T h ose  peo p le ,  ho w ever ,  h a d  the  po l i te ne ss  
a n d  th e  re sp e c t  f o r  r e c o g n iz in g  the  t e a c h e r  as it u s e d  to  be  in th e  pa s t .  ( . . . )  
It w a s  rea l ly  ‘y o u  h a v e  to o b e y  y o u r  teach er . ’ For  th e m ,  the t each er  is s o m e o n e  
w h o  r e a l l y  w a n t s  to  e x p l a i n  s o m e t h i n g  a n d  o n e  lu ts  to  b e  t h a n k f u l  f o r  it. 
( . . . )  It i m p l i e d  a S p ec ia l  c o n n e c t e d n e s s . ”

H is professional experiences made Robs self-esteem grew enormously. He 
feh he was taken seriously and was being treated as a full teacher. “The  
e x p e r i e n c e s  as a n  e d u c a t o r  in the  b o a r d i n g  schoo l  h a d  g i v e n  m e  a lot o f  sc lf -  
c o n f i d e n c e  a n d  I f e l t  t h a t  1 c o u l d  c o p e  w i t h  a n y  g r o u p  o f  c h i l d r e n .  T h e  
co l l e a g u e s  x v a r n c d  m e  t h a t  I xvould  h a v e  to co p e  w i th  a d i f f i c u l t  c lass  g r o u p .  
But as I to ld  t h e m  I h a d  w o r k e d  xvith 16  y e a r  old b o y s  already,  t h ey  con f i rm e d :  
‘i f  you k n o w  h o w  to  h a n d l e  t h o s e  b o y s ,  y o u  w o n ’t h a v e  a n y  p r o b l e m s  xvith 
the  h id s  o f  G r a d e  5  a n d  6 .”’

Looking back on this experience, Rob has warm feelings about this period. 
The contact with the pupils, colleagues and parents were very satislying and 
revvarding. “It xvas th e  f irst  t im e  I really  h a d  m y  oxvn class. I h a d  fu l lv  se t t led  
d o w n  in th is  schoo l  a n d  m y  c la s sro om .  I h a d  p la n s  to d e v e lo p  se v e r a l  tea c h in g  
m a t e r i a l s  d u r i n g  th e  s u m m e r  ho lidav.  I s t a r t e d  to love  those  ch i ld re n  a n d  the  
w a y  o f  l i v in g  th e r e .  I r e a l l y  felt  I xvas m a k i n g  a d i f f e r e n c e ,  m y  xvork m a d e  
se n se ,  xvhat I d i d  w a s  e d u c a t i n g  th e  c h i ld r e n .  N o t  ju s t  t e a c h in g  t h e m  m a t h s  
a n d  l a n g u a g e s .  I c h a n g e d  m y  o p in i o n s  a b o u t  ‘m a r g i n a l  p e o p l e ’ a n d  fe l t  t h a t  
th e s e  p e o p l e  a r e  t h e  o n e s  o n e  g e t s  m o s t  r e sp e c t  a n d  a p p r e c i a t i o n  f r o m . ” So 
Robs ideniity as a full teacher was being established and reassured. H is self- 
esteem had grovvn and he experienced deep satisfaction in his Job.

The end of this contract was a hard time to Rob. The principal had 
promised him that he vvould get a new contract for the next year, but on the 
first day oi the sum m er holidays Rob was told that there would be no vacant 
jobs in that school. It was hard, because Rob loved to work there. Moreover, 
he was very disappointed because he hadn’t applied for any other job. “It 
c a m e  l ike  a b o l t  f r o m  th e  b lue .  ( . . . )  I d i d n ’t w r i t e  a n y  l e t t e r  o f  a p p l i e a t i o n  
b e c a u s e  I xvas c o n v i n c e d  I h a d  a job. I h a d  o f ten  a s h e d  exp l ic i t ly :  ‘D o  I ha v e  
to  a p p l y  in o t h e r  s c h o o l s ? ’ ‘N o ,  b e c a u s e  y o u  c a n  s t a y  h e r e ’, t h e y  h a d  to ld  
m e . ”’ He received a lot of personal letters from colleagues telling him they 
felt sorry about his having to leave. From this experience Rob concluded that 
in the future he’d better not get attached to people so easily, “B ecause  it Im r ts  
too  m u c h  to  b i d  f a r e w e l l .  E s p e c i a l l y  to b e g i n n i n g  t e a c h e r s .  O n e  h a s  to  /ly 
f r o m  o n e  j o b  in to  a n o th e r .  It h u r t s  xvhen y o u  a r r i v e  s o m e w h e r e ,  w h e r e  y o u  
f e e l  f i n e  a n d  s e c u r e ,  a n d  say,  ‘If I c o u ld  s t a y  h e r e  f o r  t h e  rest o f  my l ife ,  it 
xvo u ld  b e  l i k e  p a r a d i s e . ”’
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After this disappointing experience from having been trustful and passively 
waiting, Rob took over the initiative again. He contacted Inspector as well as 
the School Board of the Calholic Congregation (CC) and told them about his 
experiences and his disappointment. “I r e a l l y  f e l t  t h e y  h a d  p l a y e d  a  d i r t y  
t r i c k  o n  m e .  S o  I to ld  th e  b o a r d :  ‘w e l l ,  y o u  p r o m i s e d  m e  a  job ,  n o w  p l e a s e  
g iv e  m e  o n e . ’ D u r i n g  the  h o l id a y s  l c o n ta c t e d  t h e m  s e v e r a l  t im e s ,  m a k i n g  it 
c lear  th a t  l still d i d n t  h ave  a job .  I h a d  a lr e a d y  m a r r ie d  at  th a t  t im e ,  so l really  
c o u l d n ’t a f f o r d  to  be  u n e m p l o y e d . ”

Compared to the past, Robs self esteeni as a teacher was much more positive. 
Although he had worked in difficult situations, he had always got positive 
evaluations and had built a reputation of being able to handle difficult classes.

(4) 09.09.96-01.10.96: Collegiality? W hat’s that?

However, September first passed once again and Rob was still vvithout a job. 
He leit angry, frustrated: “This  e x t r a  va c a t io n  is w e lc om e ,  b u t  it s h o u l d n ’t last  
for  too lo n g .’” Then, on September 9th, Rob could start vvorking in school 
O, in a combination class (Grade 5 and 6). Although this was a new and 
difficult task (dealing with a combination class), Rob didn’t bother too much 
because it was only a two weeks contract: one week on school camp and then 
a project week to work through the experiences from the camp with the 
pupils. Rob got prepared himself for the job, but then he was told that the 
contract would be extended. Rob vvas not pleased with that news. “I s incere ly  
h o p e d  l w o u l d n ’t h a v e  to s t a y  t h e r e  to o  long . C o u l d n t  i m a g e  t h a t  I vvou ld  
ha v e  to do tha t  class f o r  a  vvhole y ea r .  ( . . . )  I b are ly  go t  p r e p a r e d  f o r  those  tw o  
vveeks a n d  l d i d n t  h a v e  a real idea  a b o u t  t e a c h in g  a c o m b i n a t i o n  class. H o w  
do  I h a v e  to do  it? H o w  do  y o u  cop e  w i th  it? I d i d n t  k n o w . ”

Rob went to see the teacher he was replacing in order to get ali his teaching 
materials. It made him leel like a student teacher again.

In this school, the collegial atmosphere and relations were quite different 
from those in the previous school. The teachers were not interested in each 
other and just lived their own lives. Teachers stayed in their classroom almost 
ali the time and there weren’t any informal meetings. The school d idn t  even 
have a staff room. “Those  co l leagues,  h u m ,  the y  ju s t  w e r e n ’t co l leagues.  ( . . . )  
It vvas a n  e n t i r e  g r o u p  o f  b u r n t  o u t  -  hovv c a n  l p u t  it p o l i t e l y -  o ld  p e o p le .  
( . . . )  I h a d  lea rn t  h y  then  l h a d  to be social vvhen vvorking in a  t e a m . ’ D u r in g  
the  b r e a k  I vvas in the  re fec to ry  a n d  a sk e d  the  o th e r  teach ers  ‘vvhere do vve cat  
t o g e th e r ? ’ ‘O h ,  vve ta k e  a  b r e a k  in o u r  ovvn c la ssro o m .  You c a n  c a t  to g e th e r  
vvith t h e  c h i l d r e n  i f  y o u  v v a n t . ’ E v e r y b o d y  in  h i s  ovvn r o o m ,  so  I r e a l l y  
c o u l d n ’t see a n y  ‘t e a m ’ ( . . . )  I d i d n t  fee l  c o n n e c t e d  to  t h e s e  p e o p l e  a t  a l i . ”
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Rob felt very lonely d u r in g  this in te r im  job. By that time, he had a 
clearly developed idea abou t w hat good school teams should  look like, but 
he felt com pletely  incapable to pu t  it into practice in this school. “It w a s  
v e r y  d e p r e s s i n g .  I g u e s s  I w o u l d  h a v e  q u i t t e d  t e a c h i n g  i f  1 h a d  to c o n t i n u e  
v v o r h i n g  t h c r e .  M y  o n l y  s a t i s j a c t i o n  c a m e  f r o m  w o r k i n g  w i t h  t h e  p u p i l s .  I 
w a s  t h e r e  o n l y  f o r  t h o s e  15 k i d s . ” The expe r ience ,  how ever,  m ade  h im  
realize how  im p o r tan t  it was to h im  to be able to w o rk  as a team member. “It 
re a l l y  m a t t e r s ,  e s p e c i a l l y  in o r d e r  to ge t  f e e d b a c k .  In scho ol s  p e o p l e  h a v e  to 
m o t i v a t e  a n d  s t i m u l a t e  e a c h  other.  It a h o  is i m p o r t a n t  in o r d e r  to cope  wi t h  
t h e  l o n e l i n e s s .  A n y  n o r m a l  p e r s o n  1 t h i n k  is i n t e r e s t e d  in t h e  t h i n g s  th e  
c o l l e a g u e s  d o  o u t s i d e  t h e i r  w o r k  l i v e s . ” These negative  exp e r ien c es  were 
f u r th e r  in te n s i f ie d  by  h is  c o l le a g u e s ’ in d if fe ren c e  a n d  ap a th y  as Rob 
published  a bookle t with poetry for children. They sim ply d id n ’t care.

In heavy con tra s t  to this was the w arm  re la t ionsh ip  Rob had to the 
principal. They were about the same age and got a long togethcr quite well. 
“W e  h a d  b e e n  t o g e t h c r  on  the  school  c a m p .  ( . . . )  W c  h a d  a lot of  s imi lar i t i e s  
in o u r  l ives.  ( . . . )  W c  u n d e r s t o o d  e a c h  other ,  a l s o  in m a t t e r s  o u t s i d e  school .  
( . . . )  H e  c o u l d  b e  s o m e  f r i e n d  o f  m i n e .  ( . . . )  W c  h a d  t h e  s a m e  k i n d  o f  
h u m o u r  a n d  w e  l a u g h e d  w i t h  the  s a m e  s i t u a t i o n s . ” Th is  c o m p e n sa te d  the 
lack of collegiality from his fellovv teachers. Rob decided to stay away from 
the staff m eetings - s in c e  he ho p ed  he w ould  only have to stay there for a 
shor t  time and it w o u ld n ’t be of m u c h  use to participate. The principal 
unders tood  this and  agreed to it.

This principal p rom ised  Röh to do anything he could  to keep h im  on 
his stafl. Yet, Rob had  am biguous  leelings about this. Having a job was a 
good th ing and he liked the principal,  but the poor relation to his colleagues 
overvvhelmed his enthusiasm . The principal also p rom oted  Robs qual it ies 
to principals  in o the r  schools and that was strategically very im portan t  to 
Robs future job chances.

Rob was truly hap p y  to end this contract: he d id n ’t like the com bination  
of Grade 5 and 6, he had bad contacts vvith his colleagues but the principal 
w o u ld  k eep  a pos it ive  m e m o r y  o f  h im . “I le f t  m y  g o o d  n a m e .  G o o d  
m a r k e t i n g  o n e  e m o r e . ”

(5) 08.10.96-24.10.96: The lost soti

The principal of this school in N. (the village he lived in) contacted Rob for 
an interim job in the first grade. Rob had only applied in this school at the 
end oi August and the principal had been really sorry that he h a d n ’t done 
so earlier: “S h c  said:  ‘I a m  so s o r r y  y o u  c o m e  on l y  no\v. Becausc ,  i f  y o u  h a d  
c o m e  in J u n e ,  1 c o u l d  h a v e  e m p l o y e d  y o u  f o r  a fu l l  y e a r ’. ”

229



The school used to be a girls-only school, but since it hacl startecl mixed 
education the principal definitely wanted some male teachers on her team. 
So -again- being male put Rob in a priveleged position. Furthermore, this 
vvas the village Rob actually lived in, so he made a perfect candidate. At 
that time, Rob had already been promised a next job tn another school, 
replacing a teacher vvho went on maternity leave. So, he set o f in this new 
job, but w ithout mueh enthusiasm. The job didtVt have any perspectives, 
nor special challenges. Rob felt that he was only supposed to replace the 
absent teacher for two weeks and that vvas it. So he took a distanced attitude: 
he would elo what he had to elo, but no more, looking forvvard to his next 
job. “ The only thing I vvas interested in vvas that inter  im j ob f or  the materni ty  

leave. ’ M y  at t i tude vvas l ike ‘ l wi l l  handle this very professional ly.  I do my  

job,  but  I w i l l  not get involved in anyth ing  more then that  and I w o n ’t let 
mysel f  get t i ng at tached to the ch i l d r e n . ’ Avo id ing  pa in fu l  goodbyes at  the 
e n d . ”

Rob had to teach the First Grade and that vvas something he d idn ’t like 
very much either. “ I d i d n t  l ike it, because the Fi rst  Grade it has its own  
typieal  problems. Moreover, l  had never taught in a First  Grade.  (...) I felt 

there w a s n ’t mueh I cou ld  do w i th  these y o u n g  chi ldren.  ( . . . )  1 had to 
adapt  to t he i r  lovver level, because those chi ldren a r e n t  able to do much.  

( . . . )  They cou ldn ’t even dr i nk  m i l k  on thei r  ow n . ” He had litt le  a ffin ity  
w ith  a First Grade and decided not to teach tn that grade anymore. “ Over  

there, I learnt,  I do n t  want  to teach in a First  Grade for  the rest o j  my life. 

I disl iked it so mueh and l felt one needs pa r t i eu la r  capaci t ies as a teacher  

that  I s imply d o n ’t have.

Rob had good, but superficial contacts w ith  his colleagues. The principal, 
however, vvas very pleased vvith h im  and thought he vvas the ideal male 
mem ber for her team. “ They were f r i endl y .  ( . . . )  I l  vvas c e r ta in l y  an 

im p r o v e m e n t  c o m p a r e d  to my  p re v io us  j ob .  ( . . . )  The p r i n c i p a l  vvas 
del ighted that she had a male teacher on her team. ( . . . )  She said: ‘ I am so 

happy y o u r e  here. I a/vvays vvanted a male teacher. And i f  I wanted one, 
it had to be someone l ike yaa.’”

Since Rob novv was teaching in the village he lived in, he developed 
closer contacts to the parents. He also became more visible in the local 
community. Parents were curious about him. “ Not  just the parents of my 
pupi ls,  but  also those f rom other  classes. The came to have a look at me: 

‘Aha,  t ha ts  the new teacher. ’ A big event in N, because l o r i g i na l l y  came 

f r om the ci ty and ha r d l y  anybody had not iced that  l had moved into that  

vi l lage. They d i d n ’t know I l i ved here. I not iced they were ta l k i ng  about  

me, not negatively. \Vhen I went to the bakery,  before nobody had greeted 

me, but  now it vvas ‘Hel lo,  s i r ’. ( . . . )  I l i kcd that ,  being recognized and
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b e i n g  ab i t '  t o  s a y h a l l a  t o  o t h e r  p e o p l e . ” This was a new, meaningful 
experience to Rob and ‘positive’ new working condition: having a publicly 
recognized professional identity and ‘position’ in the local community.

lt became clear to Rob that he was building a reputation as a teacher. He 
had already done some ‘hard’ jobs and the other teachers were aware of 
this. “1 d i d n t  h a v e  t he  f e e l i n g  o f  b e i n g  ‘the  s t u d e n t  t e a c h e r ’, as  1 d u i  in  t he  
b e g i n n i n g .  B u t  1 w a s  a c c e p t e d  a s  ‘t h e  s u b s t i t u t e  t e a c h e r ’. B e c a u s e  I h a d  
b u i l t  s o m e  k i n d  o f  a r e p u t a t i o n  t h a t  wc is s p r e a d  a m o n g  t h e  p r i n c i p a l s  a n d  
t h e y  c o m m u n i c a t e  it to  t h e i r  s c h o o l  t e a m s . ” So Rob had become aware 
about the marketing potential of his reputation and how it could be used 
in order to advance his career. He started to see the advantage of having 
done several interim jobs in very different conditions, since it really made 
him look like an experienced teacher on this CV. This awareness maked 
him act more assertively and proactively in looking for jobs, and made him 
less depending on luck or initiatives from others (principals; school boards).

(6) 04 .1 1 .9 6  -  20.12.96: The disillusion

Rob vvas contacted for a job of a month and a half in anolher school of the 
Catholic Congregation. This school consisted of a main building (SPS), 
and a second building (SPO). Rob knew the school, since he had done part 
of his teaching practice there. “1 h a d  g o n e  o n  s c h o o l  c a m p  w i t h  t h e m .  
V e r y  g o o d  p r i n c i p a l ,  v e r y  g o o d  s c h o o l  t e a m ,  e v e n  so  g o o d  I m a d e  u p  f o r  
m y s e l f  ‘I f  I h a d  t h e  c h a n c e  to p i c k  a sc ho ol  b y  m y  sel f ,  1 w o u l d  l i ke  to w o r k  
o v e r  t h e r e . ’ ( . . . )  T h a t  p r i n c i p a l  t o l d  m e  at  t he  b e g i n n i n g  of  t he  y e a r ,  t h a t  1 
w o u l d  get  a n y  j ob in his s cho ol  i f  o n e  b e c a m e  a va i l ab l e .  H e  a l r e a d y  p r o m i s e d  
m e  t h a t  i n t e r i m  j o b  f o r  t h e  m a t e r n i t y  l e a v e .  A n d  h e  t o l d  m e  ‘i f  1 h a v e  
s o m e t h i n g  s o o n e r ,  1 wi l l  ca l l  y o u . ”’

So, Rob was extremely happy to work in that school, where he had done 
a successful student teaching, and found himself happily teaching Grade 
4, the grade he had always preferred.

The teacher he was replacing quickly socialized Rob into the local school 
cu ltu re . “H e  t o l d  m e  t h e  h o t t e s t  g o s s i p s ,  l i k e  ‘t h i s  t e a c h e r  so ,  a n d  t h a t  
t each er  t h a t ”’. Thanks to his teaching practice, as a student teacher. Rob 
already knew the other teachers and d idn’t have to be introduced to them.

As already mentioned, Rob considered this school as the ideal one. He 
was very pleased to work there. However, his enthusiasru vanished the 
moment he vvas told that one of the teachers was frequently steahng. He 
was advised to lock his door at ali times, never let any valuable thing in his 
classroom. This knowledge radically changed Robs feelings about the school: 
d isappointm ent replaced his eagerness to work there. “It m a d e  m e  f  e el
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u n c o m fo r t a b l e .  It b r o k e  m y  co n f id e n c e ,  b e c a u s e  I h a d  f i g u r e d  o u t  f o r  m y s e l j :  
‘l f  I w a n t  to be  in a  school ,  it will  be th is  a n e . ’ A n d  t h e n  o n e  h e a r s  s o m c t h i n g  
l ike  this.  ( . . . )  S u c h  a  t h in g  c a n  c h a n g e  y o u r  w h o le  v i s i o n ”. Apart from ihis 
situation, Rob also quickly found oul that the professional relationships 
am ong  the colleagues were con lined  to functional and  professional 
exchanges. Robs conclusion in general vvas that he had to be very careful 
with idealising a school on the basis of limited information or experience, 
Because “it is o n ly  b y  b e i n g  p a r t  o f  it t h a t  o n e  r e a l ly  f i n d s  o u t  xvhat th in g s  
a r e  l i k e ”.

In this school Rob started even more to feel like a full teacher. He was 
given more tasks and responsibtlities, also beyond his classroom teaching: 
“ju s t  in the  vvay c o l l e a g u e s  t r e a t  y o u  o r  the  se l f  e v i d e n c e  vvith w h i c h  y o u  a re  
g i v e n  y o u r  t u r n  f o r  d o in g  s u r v e i l l a n c e  in the  p l a y g r o u n d ’. ( . . . )  B as ica l ly ,  it 
shovvs in th e  r e s p o n s i b i l i t i e s  y o u  a i  e g i v e n .  I f  y o u  a r e  s i m p l y  t h r e a t e d  l ike  
s o m e o n e  w h o  h a s  to  t a k e  h is  t u r n ,  y o u ’re a  f u l l  t e a c h e r .  I f  n o t ,  t h e n  y o u  
k n o w  t h e r e s  s o m e t h i n g  vvrong ,  e i t h e r  w i t h  y o u ,  o r  w i t h  t h e m . ”

Rob wanted this interim job to end, because he knew he could start tor 
the rest of the year in a full tirne contract. He used the period ot being 
unemployed (one month) to prepare for his job. He contacted his Inspector 
to let hiiri know that he wasn’t interested in another interim contract during 
the month. So Rob proactively made sure that nothing could threaten the 
long interim that he was promised. “T h e  e n d  o f  th is  c o n t r a c t  fe l t  v e r y  sa fe  
a n d  good .  B ec a u se  I k n e w  ‘n o w  th e r e  is a rea! i n te r i m  job  a h e a d .  It is o v e r  
vvith ai t h a t  m e s s y  s h o r t - t e r m  vvo rk ; l w i l l  s t a r t  o n  J a n u a r y  2 0 t h  a n d  e n d  as  
th e  s e h o o l  y e a r  e n d s  in  J u n e . ”

(7) 2 0 .0 1 .9 7 -  30 .06 .97:  The long expected interim job

As already mentioned, this interim job had been promised to Rob at the 
beginning of the school year. Rob vvas eager to start this interim job, because 
he had learned that the maternity leaves were the most interesting contracts. 
His rule ot thumb vvas: “If y o u r e  a b e g in n in g  t e a c h e r  a n d  y o u  sp o t  a  p r e g n a n t  
tea c h e r ,  y o u v e  g o t  to s t e p  u p  to  h e r  a n d  f i n d  o u t  vvhen  s h e  is s u p p o s e d  to 
g iv e  b ir th .  T h o se  a r e  the  bes t  in te r im  co n tr a c t s ,  p r e g n a n t  vvom en  on  m a t e r n i t y  
l e a v e ” .

For this job Rob returned to the sarne school and found him vvelcomed 
by ali the colleagues. They vvere happy to learn that he vvould be the one to 
replace the pregnant teacher, because “wc are  a l r e a d y  f a m i l i a r  vvith you a n d  
w e  kno vv  vvho y o u  a r e  a n d  vvhat  kincl o f  t e a c h e r  y o u  a r e . ”’

The only less motivating element in this contract vvas that it vvas in the 
First Grade. Yet, this time Rob had been able to prepare himself and there
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was also his wife who was teaching the First Gracle in another school. Both 
things, enough preparation time (Christtnas Holiclay) and the perspective 
of being able to exchange and work together vvith his wife made him less 
anxious about this. Furthermore, he had been carefully ‘briefed’ by the 
teacher  he was rep lac ing  and he m anaged  to develop  an in tensive  
collaboration with the fellow-teacher in the other First Grade. Rob counted 
on the colleague for help because he wasn't familiar with the First Grade 
and he wanted to succeed. “W c  j o i n e d  f or ces  i n t ens i ve l y .  B e c a u s e  w e  hi t  
it o f f  i m m e d i a t e l y .  ( . . . ) .  A n d  m y  a t t i t u d e  f r o m  t h e  b e g i n n i n g  w a s  ‘O h ,  I 
h a v e  to  h a n d l e  t h is  a n d  I h a v e  to h a n d l e  th is succ es s f u l l y .  S o  1 wi l l  do  it as  
g o o d  a s  p o s s i b l e . ’ Bu t ,  s i n c e  1 d i d n t  h a v e  a n y  e x p e r i e n c e ,  1 n e e d e d  s o m e o n e  
w i t h  a l o t  o f  e x p e r i e n c e .  A n d  t h e  e x p e r i e n c e d  o n e  a p p e a r e d  to  h e  t h e  
o t h e r  teacher .  So ,  he  e x p l a i n e d  c e r t a i n  ab i l i t i es  a n d  t h i n gs  o n e  h a s  to d o  to 
m a k e  a g o o d  Firs t  G r a d e  t e a c h e r ” This colleague-teacher not only coached 
him, but also motivated Rob to teach in the First Grade. Rob even started 
to like that grade. “He m o t i v a t e d  m e  to t e a c h  in t he  f i r s t  g r a d e .  So ,  m y  
a t t i t u d e  h a s  c o m p l e t e l y  c h a n g e d  a n d  I t h i n k  ‘Yes,  1 w o u l d n ’t m i n d  t e a c h i n g  
t h e  Fi r s t  G r a d e  f o r  t he  r e s t  o f  m y  life.  ( . . . )  N o w  I l oo k  a t  it in a n  e n t i r e l y  
d i f f e r e n t  w a y .  F o r  e x a m p l e ,  I f r e q u e n t l y  e n t e r  t o y  s t o r e s  s e a r c h i n g  f o r  
m a t e r i a l s  to  u s e  in t h e  c l a s s r o o m .  ( . . . )  T h e  t w o  o f  us  w o r k  v e r y  c l o s e l y  
toget her .  ( . . . )  It d e m a n d s  c o n s u l t a t i o n s ,  s i t t i ng  together ,  p l a n n i n g  t i m e . . . b u t  
it w o r k s  v e r y  w e l l . ” This clearly shows how Rob on the one hand takes up 
the new challenge with a positive attitude, but at the same time he proactively 
looks lor supporting working conditions, in particular in the form of social 
and professional support. He wants to do a good job, to experience success 
and to make himself seen as a competent teacher (visibility). An unexpected, 
positive spin-off of the whole experience is his change in attitude towards 
teaching young children, primarily because of his experiences of success.

In general the quality of the relations in the team were very positive and 
mutually respectful. Rob was thriving and when the school board invited 
him to a meeting for beginning teachers (although he hadn t been teaching 
there for a full year), Rob felt flattered and considered this as a good sign 
for the future. “A n d  it g a v e  m e  the  i m p r e s s i o n  o f  ‘O K ,  he rc  w e  are.  W e ’re 
l a u n c h e d  f o r  t he  res t  o f  o u r  l i f e . ’ B e c a u s e  I a l r e a d y  h a d  h e a r d  t h a t  S c h o o l  
B o a r d  C C  h a d  a lo t  o f  i n f l u e n c e  a n d  t h a t  i f  t h e y  r e a l l y  w a n t e d  s o m e o n e ,  
t h e y  w o u l d  d o  e v e r y t h i n g  to  k e e p  h i m . ” So the future looked hright.

Contrary to the other interim jobs, Rob now actively participated in the 
staff meetings. He felt as a member of the team and dared to speak up. He 
thought of himself as having enough experience and having acquired enough 
educational jargon to participate in the discussions. “I d i d n t  fee l  l ike  a n  
outs ider .  It u s e d  to be  l i ke  t h a t  be fore .  N o w ,  I w a s  r e al l y  i n - s i d e  a n d  p a r t
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of  it. I k n e w  e v e r y o n e  in t h e  t e a m  a n d  so  I w a s  less  a n x i o u s  o f  m a k i n g  
m i s t a k e s  o r  lo os i ng  face .  A J t e r  ali ,  I h a d  b e e n  in t e a c h i n g  f o r  s o m e  t i i ne  b y  
t h e n  a n d  Je l t  m o r e  a t  c a s e  wi t h  the  e d u c a t i o n a l  j a r g o n Participating in the 
stafl meeting thus reflects Robs sell assurance and the solidity oi his identity 
as a teacher. At the same time this participation is an expansion of the area in 
which he felt confident to dem onstrate  and practicize his identity and 
professional competence: no longer only in the privaey of the classroom, but 
also on the more publie forum of the slaft meetings.

At the end of the year, Rob was promised -unofficially- that he could start 
for the next year in another school of School Board CC. The School Board 
thus asked Rob not to apply for other jobs. Rob, hovvever, still remembering 
his troubles after a former promise of that school board (see interim 3), 
contacted the principal to express his worries. The latter, hovvever, reassured 
hirn that everything vvould he ali right. He even continued to taik about his 
classroom, bus duties, school camps, . . . .  In other vvords, the future looked 
sale. But time past during the summer and still Rob vvasnt given any contract 
to sign. So he contacted school N vvhere he had been vvorking already, since 
he felt it vvould he safer to bet on tvvo horses then running the risk ot ending 
up vvith nothing. There the principal reacted vvith surprise: “S o  y o u  a r e  
a v a i l a b l e  i n d e e d ?  I h a d  i n q u i r e d  a b o u t  you w i t h  th e  S c h o o l  B o a r d  C C  a n d  
t h e y  h a d  r e a s s u r e d  m e  t ha t  y o u  w o u l d  s t a r t  in a  n e w  c o n t r a c t  w i t h  t h e m . ”

Hovvever, thanks to some members of the teachers’ union, Rob vvas informed 
about the things that had been going on. They told hi m everything and 
explained to hiin the school board tried to avoid the compulsary appointment 
of another teacher vvho had more experience. “In the  be gi n n i ng ,  w h e n  o n e  
is in t h e  r u n n i n g ,  o n e  is g l a d  to h a v e  t h e  o p p o r t u n i t y  to  w o r k .  B u t  t h e  
f u r t h e r  o n e  g e t s ,  t h e  m o r e  o n e  h e a r s  a n d  n o t i c e s ,  a l s o  c o n c e r n i n g  u n i o n s .  
( . . . )  T h a n k s  to th e  u n i o n  I f o u n d  o u t  t h a t  the  sc ho ol  boarcls  w a s  p l a y i n g  a 
g a m e .  M y  c o l l e a g u e  in  the  Firs t  G r a d e  w a s  t h e  u n i o n  r e p r e s e n t a t i v e  in o u r  
school .  He  ca l le d  m e  a n d  sa i d  ‘c o n g r a t u l a t i o n s .  You c a n  j o i n  m e  in the  First  
G r a d e . ’ A n d  I d i d n t  k n o w  a th ing .  T h e  u n i o n s  k n e w  it b e f o r e  / did.  A n d  
in tha t  respect ,  I t h i n k  un i o n s  ar e  i m p o r t a n t .  B e c a u s e  the  m o r e  y o u r e  in, the  
m o r e  y o u  l e a r n  to k n o w  t h e  g a m e  s t h e y  p lay .  B e c a u s e  a w h o l e  s y s t e m  of  
g a m e s  vvas g o i n g  on.  ( . . . )  Th e  school  b o a r d  w a n t e d  to k e e p  m e ,  b u t  b e c a u s e  
of  t he  le g al l y  i m p o s e d  p r i o r i t y  s y s t e m  t h e y  c o u l d n ’t be  s u r e  a n d  st i l l  m i g h t  
h a v e  to t u k e  s o m e o n e  el se.  ( . . . )  T h e  c h a n e e  vvas 90 % t h a t  I h a d  to g o  to  
S P O ,  b e c au s e  t he y  h a v e  f e w e r  teachers ,  so I coul d  loose m y  job. ( . . . )  So  t h e y  
w a i t e d  un t i l  t he  3 1 s t  of  A u g u s t  - b e c a u s e  the pr i or i t y  s y s t e m  h a d  to be f i m s h e d  
o n  the  3 l s t -  a n d  in th e  m e a n t i m e  t h e y  s a i d  ‘t h e r e  i s n ’t a n y  c lass  a v a i l a b l e . ’ 
A f t e r  t h e  3 1 s t ,  t h e y  c a n  teli  m e  ‘e v e r y t h i n g  is s a v e ,  the  p r i o r i t y  C o m m i s s i o n  
p a s s e d  a n d  y o u r  p l a c e  is f r e e . ”’
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So, in the end Rob did get the promised job and had learned more about 
the way School policies were made or more particularly how school boards 
played with the legal restrictions and regulations to keep a maximum autonomy 
in thcir hum an resources management. He learned about these structural 
issues and about the role of the unions in this. “1 n o w  u n d e r s t a n d  h o w  a n d  
w h y  t h e y  d o  it. T h e y  fcl t  t h e y h a d  a l r e a d y  t r a i n e d  m c ,  i n v e s t e d  in m e  a n d  
t h e y  w a n t e d  to  k e e p  m e .  B e y o n d  t h a t ,  C C  w a n t e d  as  m a n y  y o u n g  m a l e  
t e a c h e r s  as pos s ib l e .  A l i  sch ool s  d o  n o w a d a y s .  ( . . . )  B u t  t h e y  k e p t  it s i l cnt  
fo r  me .  But  ac tual ly ,  1 d o n ’t c o m p l a i n ,  be ca use  t h e y  o f j er  m e  a j o b  ins tead.  It 
i s n ’t t o t a l l y  c o r r e c t  t h e  w a y  t h e y  do ,  b u t  1 d o n ’t c o m p l a i n  b e c a u s e  I h a v e  a 
job.  A  j o b  in t h e  s c h o o l  1 w a n t e d  to  t e a c h ,  s o . . . . ”

(8) 01 .09 .97- 30.06.98: Full mem ber of the experienced teachers

Alter ali the difficulties during the summer holidays, Rob could start again 
in SPO, vvhere the colleagues were happy to have him back. A major change, 
hovvever, with the former year was the fact that SPO had become an 
au tonom ous school, with a principal of its own: a new principal, new 
rules and habits. Rob was well aware that he had learnt a lot the year 
before. Now, he could rely on his own experiences and was less dependent 
on help from others.

The relation between Rob and his colleague-teacher was very good, warm 
and inspiring. They were a good team together. ‘‘It g o e s  v e r y  good .  Wc  
a l r e a d y  w c r e  c a l l e d  ‘t h e  t a n d e m  o f  th e  Fi rs t  G r a d e ’. ( . . . )  My c o l l e a g u e -  
t e a c h e r  d o e s n t  h a v e  a f a mi l y ,  so h e  o n l v  l ives f o r  hi s w o r k .  ( . . . )  I to ld  h i m  
' y o u r c  t h e  ‘m a s t e r ’ o f  th e  Fi rs t  G r a d e  a n d  I a m  y o u r  s e c o n d  m a n . ’ ( . . . )  
A n d  if o n e  h a n d l e s  it th i s  w a y ,  y o u  are  re a l ly  v v o r k i n g  t o g e t h e r . ” In other 
words, Robs micropolitical understanding came to include the follovving 
insight: acknowledging a colleagues experience and competence not only 
contributes to his and ones own job satisfaction and effective collaboration, 
but in the end also to ones ovvn publicly acknowledged professionality.

Rob had learned that being open to new things and to coaching is very 
important. In this way, one can learn the most. “G r a d u a l l y ,  I l e a r n e d  that  
o n e  c a n  g r o w  i n t o  a p a r t i c u l a r  g r a d e .  D e s p i t e  t h e  f a c t  o n e  m a k e s  u p  f o r  
o n e s e l f  ‘I d o n ’t w a n t  to do  i t ’, it a p p e a r e d  to be  w o r t h  it. It w o r k s ,  i f  o n e  
o p e n s  u p  o n e s e l f  a n d  if o n e  a s k s  f o r  coaching.”

Rob was now completely integrated in the school team. He had the same 
responsibilities as ali other teachers. “Ycs, I p a r t i c i p a t e  c o m p l e t e l y  in the  
t e a m .  I a m  a p a r t  o f  the  e x p e r i e n c e d  ones.  T h e r e  a r e  t e a c h e r s  w h o  e n t e r e d  
a f t e r  m c  a n d  w h o  a r e  c o m p l e t e l y  ne w.  A n d  n o w ,  I a m  not a n e w  o n e  
a n y m o r e . ” Beside the good contacts during school time, the team also
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worked on activities for the teachers outside the school building, like going 
out together, going on day trips with ali the colleagues, ... .

MlCROPOUTICAL ANALYS1S

Robs story shovvs a beginning teachers “learning” to find his vvay in the 
professional reality: finding and keeping a job; developing his “market value”; 
finding job satisfaction; learning to balance his own initiative and reliance 
on others; understanding the niches for assertive action as well as the larger 
games that are played structurally “above the heads”. Dealing with the 
m icropolitical realities in the job consti tu tes  a crucial d im en s io n  of 
b e g in n in g  te a c h e r s ’ p ro fess io n a l  d e v e lo p m e n t .  We ca lled  th is  the 
development of “micropolitical literacy”: teachers have to learn to “read” 
the m ic ro p o l i t ic a l  rea l i ty  an d  to “w r i t e ” th e m se lv e s  in to  it. Less 
metaphorically, we can say that this micropolitical literacy encompasses at 
least three important aspects: a knowledge aspect, an operational aspect 
and an experiential aspect.

Firstly, there is the k n o v v l e d g e  a s p e c t ,  which concerns the knovvledge 
necessary to acknowledge (“see”), interpret and understand (“read”) the 
micro-political character of a particular situation. In other words, the ‘micro- 
politically literate’ teacher is capable of politically “reading” situations, 
because s/he owns the necessary “grammatical” and “lexical” knowledge on 
processes of power and struggles of interests. This knowledge thus is part 
of the teachers subjective educational theory. It varies from rudimental and 
superficial to refined and complex understandings.

For instance, from the beginning Rob was fully aware of his gender- 
based advantages on the labour market: male teachers were scarce, and 
thus more ‘vvanted’. Rob also realized the importance of ‘marketing’ his 
reputation: e.g. by leaving a good impression at the end of an interim or a 
principals promoting of Robs qualities to principals of other schools. In 
this respect, he also saw the advantage of having done several interim jobs 
in very different -o f ten  difficult- schools. A nother theory  about job 
opportunities is his alertness for ‘spot’ pregnant teachers: he learned that 
the maternity leaves were the most interesting contracts. Throughout his 
career, Rob realized that he had learned more about the vvay school policies 
were made and about the games that are played by school boards and 
principals to get teachers vvorking for them.

The i n s t r u m e n t a l  o r  o p e r a t i o n a l  aspect e n c o m p a sses  the repe rto i re  of 
micro-political Strategies and  tactics a teacher  is able to effectively apply
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(how  broad  is the repertoire?; how  high the degree of mastery?) in o rder  to 
estahlish, safeguard or  restore desirable w orking  conditions. It is im portant 
to stress that the micro-political m eaning of actions is ahvays connected  to 
the particularities of the local context: Strategies that w ork  at hom e or in 
the sports  club, might not work  in the school; or Strategies that had proved 
to vvork in School 1 might be ineffective in School 2. Developing micro- 
political literacy is alvvays contex t-bound . The operational aspect thus refers 
to the polit ical efficacy o( the teacher: to vvhat ex ten t an d  u n d e r  w hat 
cond it ions  is the teacher  capable of effectively in fluencing the s ituation, 
eilher proactively or reactively.

In Robs story we saw him using the follovving Strategies. In Robs career 
the deve lopm en t of self-confidence as a teacher was a Central issue. To 
realize this he only focused ali energy on the class activities dur ing  his first 
job. He d id n ’t have any contac t w ith  the fellow teachers; m oreover he 
av o id ed  co n ta c t  bec au se  he felt uneasy  ab o u t  b e in g  a ro u n d  w ith  the 
colleagues. Rob developed another  strategy vvhile doing a lot of interims: 
s tanding aloof from his colleagues was an explicit m eans to cope with short- 
te rm  interims: it w o u ld n ’t have been of any itse to try and integrate in a 
school team for such a short time span and, furthermore, h hurts  too m uch  
to bid farewell after integration.

Rob actively m a in ta in ed  his con tac ts  vvith ‘s ign i l ican t’ persons.  For 
example, Rob contac ted  the Inspector w hen  he got a job offer lor a task as 
e duca to r  in a b o a rd in g  school for 1 6 -1 8  year old boys. He had to be 
assured not to miss any serious job offer in primary schools, by taking up  
the one in the secondary  school.

Röh ahvays paid a lot oi attention to ‘micropolitical relevant in form ation’. 
For instance, du r ing  his first job, Rob got strategic coaching by his colleague- 
teacher: he vvarned him to be careful in his interactions vvith the principal 
and to play the game that was dem anded .  During another  contract, Rob 
c o u ld  c o u n t  on  the  in fo rm a t io n  he got Irom h is  co l league ,  a u n io n  
representative, vvho knevv about the policies of school boards and principals.

The e x p e r i e n t i a l  a s p e c t , linally, refers to the degree of (dis)satisfaction the 
teacher feels about his/her micro-political literacy. The confrontation vvith 
the m icro-political reality and the inheren t need to effectively act in it, 
p rovokes par t icu la r  experiences. The experience of the micro-poli tical 
reality quile often triggers intense emotions: discomfort and uncertainty, 
povverlessness and  so ine tim es anger  (/ c a n  sce  h o w  i h i n g s  a r e  p l a y e d  out  
h e r e ,  b u t  I f e c l  p o w e r l e s s  to  elo s o t n e l h i n g  a b o u t  i t) ,  f r u s t r a t i o n  a n d  
v u lne rab il i ty  (/ f i n d  m y s e l f  f o r c e d  to d o  a n d  i m p l c m c n t  t h i n g s  o p p o s i t e  to 
m y  o w n  o p i n i o n s  a n d  b e l i e f s . . . )  (K e lch te rm ans ,  1996). O f  cou rse  those  
feelings can also be positive: joy, experiencing success and  satisfaction, e.g.
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if one has been able to successfully tackle a clifficult s ituation  or gets the 
rest of the team to accept one s proposal to solve a problem .

Most of the time, Rob felt positive ahou t h is micro-political knovvledge 
and  activities. AU the Strategies he used were jnstified by his search  for 
w ork  or his need to protec t h im self  for disillusions. The fact that he had 
hetter chances to get a job as a male teacher m ade h im  feel a bit guilty, yet he 
learned to accept it as som eth ing  he co u ld n ’t change.

CONCLUSIONS

The m icro-political analysis of beg inn ing  teachers’ career  stories shovved 
that learning to becom e “micropolitically literate” constitu tes  an im portan t 
d im ension  of beg inning  teachers’ professional developm ent.  The narrative- 
b iographical app roach  allows for an in -depth  u n d e rs ta n d in g  oi this learning 
processes, since the teachers  career Story presents his (learning) experiences 
in a retrospective account in which events are always s ituated  as em bedded  
in a m e a n in g f u l  c o n te x t .  T h e  p a r t i c u l a r  fo r tn  a n d  c o n t e n t  o f  o n e s  
micropolitical literacy reflects these particular  contex tua lised  experiences 
and as such is in principle an idiosyncratic result. However, independent 
ot the particular case, we argued that the micropolitical literacy structurally 
en ta il s  th ree  aspec ts .  The knovvleclge aspec t ,  the  o p e r a t io n a l  and  the 
em otional aspect are s tructura l characteristics of micropolitical literacy that 
can be identified in any career Story. As such they consti tu te  conceptual 
tools that can be used d isen tangle  the com plex  m icropolitical learning 
process and  develop an analytical and differentiated u n d ers tand ing  oi this 
proces that deeply affects beg inning  teachers’ professional lives.

N o te s

1 Elsevvhere we shovved ihat five different categories of professional interests 
could be distinguished in the data: seit interests, material interests, social- 
professional interests, cultural-ideological interests and organizational 
interests (see Kelchtermans &  Ballet, in press).
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E i l a  E s t o l a

THE BODY IN EARLY C H ILD H O O D
T e a c h e r s ’ STORIES

A  GLANCE AT THE BODY

The rou t ines,  strict schedu les  and activity periods d u r in g  m y first few years as 
an early ch ildhood  teacher were far from m y idea! of early ch ildhood  education. 
W here  was the child in day care? Were the ch ild ren  fully controlled  by  the 
adults ,  never m ak in g  noise, never playing games, completely  organized in the 
middle  of jigsavv puzzles! My ow n  girls rom ped  a ro u n d  at hom e, but they were 
no t even allowed to build  play hu ts  in day c a r e . .. (Kirsti)

In th is  q u o te ,  Kirsti d e sc r ib e s  h e r  job a n d  asks  a s e r io u s  qu es t io n :  VYhere 
is th e  ch i ld  in day care? She also im plie s  that a d u l t s  itse the i r  a u th o r i ty  

o v e r  th e  c h i ld r e n  in day  care  a n d  c o m p a r e s  the  h o m e  an d  the  day  care  
cen tre .  T h is  is n o t  m e re ly  a m a t te r  of p r in c ip le  b u t ,  q u i te  concre te ly ,  a 
q u e s t io n  oi h o w  sm all  c h i ld re n ,  as living an d  m o v in g  c rea tu res ,  can  find 
the i r  p lace in day  care  cen tre s ,  w h ic h  o p e ra te  in a c c o rd a n c e  w i th  ru les  an d  
ro u t in e s  g e n e ra te d  by  a d u l t s .  1 will a lso  ask  a q u e s t io n :  VVhere are  the  
c h i ld re n  a n d  a d u l t s  in d ay  care  an d  h o w  d o  they  relatc to  each  o ther?  1 
will seek  a n sw e rs  to th is  q u e s t io n  from stories  vvritten by  early  c h i ld h o o d  
teache rs ,  w h o  d e sc r ib e  th e  b o d i ly  a sp ec ts  of e d u c a t io n ,  vvhich c o n s t i tu te  
an im p o r ta n t  pa r t  o f the  in te ra c t io n  betvveen ch i ld re n  a n d  e d u c a to rs ,  th o u g h  
it h a s  b een  f r e q u e n t ly  ig n o re d  o r  u n d e rv a lu e d .  W h a t  is the  ro le  o f  the  
b o d y  in th e  e v c ry d ay  ro u t in e s  o f  d ay  care ,  w h a t  k in d  o f  s i tu a t io n s  is it 
re la ted  to , an d  hovv d o  early  c h i ld h o o d  teache rs  teli a b o u t  it?

A y ea r  a n d  hai f ago , I w o u ld  m yse lf  n o t  h av e  re a d  th is  e x tr a c t  as a 
d e sc r ip t io n  o f  th e  b o d i ly  a sp ec ts  o f  e d u ca t io n .  To reach  th is  in te rp re ta t io n ,
1 h a d  to travel a lon g  way. T he  tu r n in g - p o i n t  on  m y  jo u rn e y  w as m a r k e d  by
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the stories lold by a com prehensive school teacher, Helena. A lthough  1 had 
previously read and  analyzed her  stories (e.g. Estola «Sr Syrjälä 1999; Estola 
Sr Syrjälä 2000), 1 sudden ly  seem ed to have in front of me a text full of 
relerences to em bodim en t.  Her class was no longer an abstract c lass’, bu t 
alive in a new  way in my imagination: quiet o r  noisy, attentive or absent. 
Helena also told about the bodily  quality of her  ow n emotions: ho \v  she 
was almost reduced to n o th in g  u n d e r  the cross-pressures , o r  how  good  she 
felt w hen  the children  hugged  her after a holiday. Having since read o ther  
teachers’ stories, I have realized that teacherhood , education  and  teaching 
often pivot on  the body. But there are also stories with very fevv references 
to bodily  qualities.

A lthough there is a lot oi research on em b o d im en t  in various disciplines 
(Jokinen 1997), the topic has been rarely touched  in educational science. 
N ow it seems, however, that even educat ional  researchers are b ecom ing  
increasing ly  in te res ted  in the  body. S ilv en n o in en  (1 9 9 5 )  q u o te d  his 
m em ories  of school to su p p o r t  the claim that pup ils  pro test against the 
school routines th rough  physical action. Some papers have po in ted  out 
that the love of learning and  teaching either thrives or dies th ro u g h  the 
concrete interaction between  the child and the teacher. Pryer (2001)  tells of 
how  she, at the age of 4, fell in love w ith  ballet (2001, 76): “My desire for 
her body  vvas a desire to enter the World of ballet, to becom e a part of that 
w orld”. Leggo (1996, 234), in tu rn ,  recalls his ow n  school years like this: 
“I rem em ber  almost no pleasure in s c h o o l . .. .S tudents sat in rows of hard 
seats vvith the teacher staring, staring, staring -  a prison like exper ience”.

W eber Sr Mitchell (1995) have app roached  teaching as an em bodied  
activity. They analyzed the  public image oi teachers in the popu la r  culture: 
how  are teachers expected  to look and behave? In another  b o o k  (Mitchell 
Sr Weber 1999), they try to find ways to re invent teaching by listening to 
teachers’ stories. They point out,  am o n g  o ther  things, that ( tbid., 124), 
’w hen  a teacher enters a classroom for the first time, it is not necessarily her 
or his ideas that first attract s tu d e n ts ’ a ttention. It is the body  and  how  it is 
adorned  and clothed -  how  it looks, sounds,  moves and smells. VVhether 
or not we realize it, the image we project precedes us, in troduces  us, and 
inserts us into the Com m unication  we have with s tudents. This applies to 
most teaching situations, Irom kindergarten to university.’ They also argue 
(ibid., 127) that learning env ironm ents  have uphe ld  cloth ing cus tom s aimed 
at h id ing  or covering u p  the body  in order  to locus on  mind.

I feel now  inspired to s tudy  the references to the body in various texts, 
w hich has been the m e thod  in som e o ther  F innish researches as well. The 
project titled 'Em bodied  diflerences and  h ierarch ies’ analyzed intervievvs, 
biographies, diaries, new sp a p e r  articles, m em ories  and v ideo tapes  (Joki-
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nen 1997). Nykyri (1998) studied  the postures  of angry vvomen by asking 
the in fo rm an ts  to teli abou t anger  e i ther  in w ri t ing  or orally. U tria inen  
(1 999 )  descr ibed  vvomen tak ing  care or dy ing  peop le  as the pos tu re  of 
being present. I vvill also myself use the phenom enologica l m e tap h o r  of 
postu re  to describe the fact that the mind and the body  act together, and 
that the body  is not merely an object in space and  tiine, bu t rather a consctous 
and th ink ing  organism  with a memory. (Laine and K uhm onen  1995, 178). 
This m eans  that ou r  body  is able to learn many things, of vvhich some are 
manifested  as bodily  postures. O u r  bodies som etim es take a posture that 
quite concretely  and, w hat is even more im portan t ,  symbolically recaptures 
the m ental experiences oi a given m atte r  or incident.

Early ch i ldhood  is an im portan t  time for learning bodily  postures. They 
are learnt specifically in practical activity, and accord ing  to Merleau-Ponty 
(1964),  they gradually develop into a habitual b o d y 1, vvhich functions even 
vvithout the pe rsons  conscious interference. Early ch i ldhood  teachers can 
contr ibu te  to the habitual body  postures that ch i ld ren  develop. As far as 1 
can see, bodily  posture reflect the ind iv iduals  holistic posture tovvard moral 
issues and  social life. Do ch i ld ren  learn to apprecia te  o ther  people and 
respect themselves and do they learn to enjoy learning new things? These 
issues require  co-opera tion  betvveen two ind ispensable  com ponen ts :  the 
m ind  and the body.

Early ch i ld h o o d  significantly shapes the ch i ld s  vvay to see h is or her  
relations to o ther  people: the way in w hich the child sees the Other. As 
M erleau-Ponty (1964, 114) argues: ‘1 seize the o th e rs  psyche only indirectly, 
m ediated  by its bodily appearances. I see you in flesh and bone: you are 
th e re ’. Recently, the fact that ch i ld ren  learn the  m ost  im por tan t  things 
th ro u g h  concrete  contac ts  has p robab ly  been cons idered  so self-evident 
that it has hard ly  been  spared a though t,  at least in the Finnish public  
discussion of early ch i ldhood  education . It therefore seems to me that the 
phenom enology  of the body has som eth ing  to offer to our  in terpretation of 
education  as activity that does not differentiate betw een  the body  and the 
m ind , bu t  approaches  them  as an integrated entity (Johnson 1987).
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S e a r c h i n g  f o r  t h e  b o d y

The purpose of this article is to describe the em bodied  character of education  
in early day care centers. I analyzed a corpus of 17 stories told by eight early 
ch i ldhood  teachers in order  to find references to body. The stories were 
produced  during a further education course, which  aimed to support  early 
ch i ldhood  teachers’ professional g row th and  their efforts to develop their 
own work and working community. Ali participants had a certain am oun t  of 
working experience, some for a few years, some for decades. There was also 
one male teacher. Story-telling vvas voluntary, and  not ali inform ants had 
time to do ali the assignments. The writers were also told that their stories 
could possibly be used for research purposes. The corpus included a tew 
stories with exceptionally frequent references to the body.

In the first assignment, the informants were instructed to describe some 
problematic situations and the reasons w hy they solved them  the way they 
did. After that, 1 sent each informant a personal letter where I com m ented  
on the first response and gave the topic ot the second assignment. The second 
assignment was to write about the people w ho  had  most clearly contributed  
to their own teacherhood and the relation between their ideal and real teacher 
qualities. The thircl assignment was given alter a lecture and  a discussion 
abou t the second assignment. The thircl ass ignm ent was simply to write 
about the thoughts provoked by the discussion.

Il is certainly not strange that the stories contained references to the body, 
although the topics were not explicitly about em bodim ent.  Narratives describe 
experiences and they are hence always bodily descriptions, as the describing 
subjects are bodily persons w ho  acquire their experiences through their body 
(Merleau-Ponty 1964). Narratives do not, however, photographically replicate 
events bu t  rather provide the narrators’ interpretations of their experiences. 
While teliing about their experiences, the story-tellers inevitably conform to 
the cultural narratives am ong w hich  they live. The language and the words 
with their cultural connotations limit the scope oi what can be talked about 
and how (YVertsch 1990). Both the present story-tellers and  I have lived our 
lives in a western culture, vvhich shapes our experiences of the body. Chinese 
or African early childhood teachers would  doubtless have p roduced  different 
stories.

The bodily references are obvious in some stories, bu t  concealed in others. 
In order to disclose even hiclden references, 1 have used the examples oi 
Lakotf and Johnson  (1999) and Johnson  (1989) about m etaphors that explicate 
the em bodied  quality of thinking. Lakoff and  Jo hnson  (1999) approach  a 
variety of English phrases as m etaphors, which verbalize abstract phenom ena
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in concrete and often very physical terms. They taik about primary metaphors 
(ib id ., 49-54). For example, the metaphor They greeted me warmly.’ (ibid., 
50) refers to the temperature: feeling vvarrn while being affected. Tomorrow is 
a big day’ (ibid., 50) refers to the importance of the day. According to Lakoff 
and Johnson, the primary experience is that, since their childhood, children 
find that big things, e.g. parents, are important and can exert major forces on 
children and dominate their visual experience.

Early childhood teachers adopt a variety of bodily postures, habitual bodies, 
in their work, but may not be conscious of this. Bodily postures are part of the 
practical knowledge Johnson (1987) refers to while talking about the embodied 
nature oi teaching. Such knowledge is incorporated in metaphors. One of my 
informants said that she was so busy she did not have time to s top  to think. 
This short sentence is a telling expression: thinking is not something separate 
from the body, but the body must have a Special posture for thinking, namely a 
posture of immobility. The Comment voices the pervasive impact of western 
philosophy on our way of thinking: thinking is related to immobility, as 
exemplified by a philosopher gazing into the distance, rather than a playing 
and running child.

VVhile reading the texts, 1 have aimed to listen responsively (Brown Or 
Gilligan 1992, 21-31) to gain insight into the informants’ experiential vvorld. 1 
chose one story as an evocative anecdote’, which is considered by Weber (1993) 
an excellent way to describe teachers’ way oi thinking. This anecdote followed 
the comment quoted at the beginmng oi this paper. Kirsti gives a lively and 
sensitive account oi the bodily quality of everyday life in a day care centre.

It ’s BEST TO SHUT UP AND DO WHAT YOURE TOLD

There vvere some things that 1 dared to change while working as a substitute, 
although I feared 1 might be steppingon someones toes. But 1 remember most 
clearly these afternoon naps and especially one gutsy little girls who refused to 
do what she was told. The regular early childhood teacher had a grasp on this 
girl and could make her fall asleep, but if someone else was in charge, there 
was always a povver battle after the story time, and everybody cnded up feeling 
bad. I often wondered why it was so necessary to force this child to sleep, as 
she had already had a rest anyway. W ho benefits from such situations and 
actions? 1 suggested a change a fevv times, but when nothing happened, 1 
resigned and thought: well, I’m just a substitute and w on’t be here long. I had 
bettershut up and do what I was told. But why should we cling to routines 
and do things the same way every day.
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In my present job I have realized how m uch  more rewarding early childhood 
educaiion can be, both for the children and for the educators, when we break 
down routines and expenment with new ways of action. When you get personally 
involved, you enjoy things as m uch as the children do, and your work is more 
deeply satisfying, sometim es dem and ing  and s trenuous ,  but u ltimately 
rewarding. (Kirsti)

T O  BE SEEN AND HEARD

The need to be seen and  heard  has som etim es  been  cons idered  the  first 
experience oi a baby. Postmoclern research has in troduced  the concep t oi 
hearing and  the m e tap h o r  oi V oice’ to su p p le m e n t  the quality  of be ing  
seen. ’Voice’ specifically im plies  the r ight of every h u m a n  be ing  to be 
heard  and  to experience li f e trom  his or  her ow n  perspective, ‘ to o n e s  
au thentic  concerns’ (Elbaz 1991, 10). Special a t ten t ion  has been  given to 
the possibility of subjugated groups to make themselves heard. The m etaphors  
oi seeing and hearing relate personal experiences to their  bodily  b ackground ,  
bu t they bo th  also imply an ability to take o ther  people seriously. The need 
to be seen and  heard  can be cons idered  one ot the basic issues of educat ion ,  
w hich  requires the body and  the m ind  to be app roached  as an inextricably 
in tertw ined network.

Kirsti wanted  herself to be heard, i.e. taken seriously b o th  as a professional 
an d  as a person. The m e tap h o rs  she uses reflect her  postu re  at work: 
subm ission ,  silence, humility. 'S tepping on s o m e o n e s  toes’ implies tha t  
some people in the day care centre have more pow er  than  the others,  an d  
the act of s tepp ing  on the toes of those in pow er  woulcl have unpleasan t 
consequences. Kirsti deem ed  it besl to keep quiet and  to find consolation 
in the fact that she would  not stay there long. She says she though t  it best 
to do  what she was told and  shu t  up. You can a lm ost see Kirsti w ork ,  
baffled and  stealing a glance at the o thers now  and then, to see il she is 
do ing  things the right way or if anybody saw her  do  som eth ing  differently 
from the established routines.

Ali those w ho  have been vvorking w ith  ch i ld ren  know  that the w ork ing  
postures of early ch ildhood  teachers are, very concretely, bodily postures. 
T he  b o d y  is th e  p r im e  veh ic le  o f  p r e s e n tn e s s  a n d  each  in s ta n c e  of  
Com m unication  (Melucci 1996). The early ch i ldhood  teacher  cannot escape 
the fact that she is in contact w ith  the children precisely th rough  her own 
bodily  p resence ,  w h o  in tu r n  are in con tac t  w ith  the ir  teacher  and  the 
o the r  ch i ld ren  th ro u g h  their  bodies. A ttitudes, em otions ,  th inking,  an d
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values are reflected in bodily  postures  (Laine &r K uhm onen  1995, 180). 
Kirsti’s Story also tells ab o u t  the pos tu re  of ano ther  teacher, w ho  had a 
g r a s p . . .  In the context of Kirsti s Story, this teachers posture reflects se 1 f- 
confidence, even authoritar ianism , as is suggested by her routine o f 'fo rc ing ’ 
the children  to have a nap and, more generally, clinging to the routines. 1 
can see a de term ined  teacher and a little ch i lds  head  peeping ou t of the 
blankets.

Kirsti s ways of telling rellect the m ult ip le  voices of education ,  which  
m eans  that bodily  postu res  are often  s im ultancously  bo th  desirable and 
undesirable. A bodily  posture is alvvays also a moral statement. As a young  
teacher, Kirsti adop ted  a posture that helped her w o rk  in accordance with 
the day care cen tres  traditions, avoid oflending her colleagues and possibly 
also attain the goal of being considered  an easy worker. At the same time, 
however, she felt she was do ing  violence to her ovvn principles and views 
of good education  and was w ork ing  contrary  to the goals she had set for 
hersell. She had to sacrifice her ovvn principles to be accepted.

Tovvards the end  of the anecdote  the Story changes and we learn that 
Kirsti later found a job vvhere routines  had  no intrinsic value, bu t could be 
changed. She was able to get involved and enjoy things together vvith the 
children. The Story has a happy  turn ,  as Kirsti can adopt a new  attitude 
toward work. We can see a brave and cheerful teacher and happy  children. 
Kirsti’s descr ip tion  rem in d s  us of Leggo (1996)  and Pryer (2001),  vvho 
po in ted  ou t that the central aspect of teaching is the teachers  love and 
passion for his or her vvork. This en thusiasm  radiates from a person, and 
Kirsti describes it as som eth ing  enjoyable.

The m e tap h o r  of getting involved was also expressed in a n u m b e r  of 
slightly different ways by the o ther  informants. Someone saicl that early 
ch ildhood teachers are not vvorking at a conveyor belt, vvhile som eone else 
adm itted  that you m ust show  the ch ild ren  your ovvn feelings. YVhat these 
descriptions have in com m on  is that the professional involvement appears 
very concrete. You cannot claim to be do ing  things - the things you do are 
actually reflected in your bodily postures  (Weber 1993; Mitchell &r W eber 
1995).

Kirsti is specif ically  w o rr ie d  a b o u t  the  abili ly  oi ch i ld re n  to m ake  
themselves heard. A child cannot m ake him- or hersell hearcl unless the 
teacher has time to stop and listen to what the child has to say. This is not 
merely a m atte r  of speech but,  m ore  generally, of the language oi practice 
permissib le in a given certain cu l tu ra l  setting  and the pred ispos it ion  of 
educators to interpret situations. As YVertsch (,1990) po in ted  out, there is 
no single correct way to interpret s ituations,  which are always multi-voiced. 
Although one teacher had enough au thori ty  to keep the rebellious child in
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bed at nap  time, Kirsti could no t help w o n d er in g  w hose vvill shou ld  actually 
have been com plied  with. Kirsti feels like defending  the little girl and is 
worried  about her  voice no t being heard. The little girls uses her body  to 
try to m ake herself heard ,  and the teachers respond  in the same vvay. Since 
adults  have more power, they can easily refuse to listen and, once again, 
show the child that big people have more pow er  (Siren-Tiusanen 1996).

Seeing and  hearing seem  to he closely related aspects of the act of taking 
som eone seriously. Children try to m ake themselves heard  th ro u g h  action 
that m ust  first be seen in order  that it cou ld  be heard. O ne of the stories 
described  a s i tua tion  w here  the paren ts  co m pla ined  that everybody was 
keeping a critical eye on  their child. This m e tapho r  implies that that child 
is always seen in bad light. It also indicates that the parents were worried 
that their child m ight not be heard  in the day care centre. Such experiences 
may linger in the child  s m em ory  for a long time because of the sharne they 
evoke. And this sham e is no t leit by the child  alone bu t by the whole 
family. (cf. Kosonen 1997).

M o d e l

It is very important to be a model for children. As an educator, I should show 
them my emotions, show what I feel good and bad about.. . .  1 can teach 
children to recognize both their own and other peoples emotions. (Emmi)

In this  q u o ta t ion ,  Emmi in tro d u c es  four th e m es  tha t are very concrete 
activities in the practice oi education . First, she refers to being a model. 
Second, being a m odel consists of do ing  and  showing, i e. bodily activity. 
Third ,  she c o m m en ts  on the moral task oi educat ion  and  its relation to 
emotions. She points ou t that teachers shou ld  encourage ch ild ren  to express 
and  recognize their  em otions  and thereby to develop an ability to be in 
caring relationship w ith  the others. In her  shor t  text, Emmi cor.cisely 
outlines the rolc of relation-based moral in teaching: what it means to try to 
see ano ther  person as an O ther  and  even to teach small children  to see this. 
According to her, the goals of educat ion  are part of the everyday practice of 
education  and lienee manifested as concrete, bodily interactions.

The task of being a model is a concrete link in a long tem poral chain, 
w h ich  m eans that ones  actions may have culturally transm itted  conseqcences 
that reach far into the future. C hildren  learn th rough  non-verbal behavior 
cultural cus tom s and  values oi w hat is right or wrong, frightening or pleasing, 
and  later on, o ther  adults  and  peers in troduce more variable alternatives to
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act (Taylor 1989). The informants described the significance of their early 
ch ildhood  experiences, especially their own parents,  for the developm ent 
of their ow n  identilies.  Many also m entioned  the significance of their first 
colleague(s) for their teacher identity. Some exam ples were good, some 
\varning. In hoth  cases, hovvever, the things that teachers concretely did in 
their w ork  and their bodily  postures of being a teacher were transm itted  
th rough  an example.

Later on  in life, it is possible to adopt as m odels even people that one has 
never met. Films, car toons  and  books  p ropagate  various teacher  images 
(Tirri 1999; W eber &  Mitchell 1995). The teacher Jo h n  Keating in the film 
Dead Poets’ Society is a good example of teacherhood  as bodily activity. His 
charisma is reflected in his ability to act, move and  captivate the class. 1 
have seen the film several times with students ,  and it always gives rise to 
anim ated discussion. Many students  adm ire such teachers, but many also 
point ou r  that a charismatic teacher may have a long shadow ’ and that a 
c o n f id e n t  v iew  of o n e s  p r o fe s s io n a l ism  m ay  also  p re v e n t  on e  from  
recognizing the child as an ’O th e r \

In the chain of being examples, early ch ildhood  teachers are m odels for 
children, as Emmi pointed  out in her descrip tion  above. Early childhood  
teachers ’ pos tu res  reflect their  moral, and  these p o s tu re  are im ita ted  as 
models  by children. This ethical code is an em bod ied  m ora l’, vvhich is 
crucially based on interaction, dialogue and responsiveness, i.e. em otions 
and an ability to em pathetically  see things from the o th e rs  v iewpoint and 
care (Gilligan 1982; N o d d in g s  1992; Thayer-Bacon 1998). A lthough  
closeness as a relation is not identical to physical distance, it is not completely 
unrela ted to it in education. It is difficult to imagine that, in the context of 
early ch i ld h o o d  educat ion ,  an  adu lt  and a child  cou ld  develop  a close 
in terpersonal relationship w ithou t some degree of physical proximity. The 
contem porary  western culture, vvhich is notably sexualized, has begun  to 
a t tac h  spec ia l  im p o r ta n c e  to p hys ica l  c o n ta c t ,  w h ic h  has  also  b ee n  
sexualized. In some countries,  this has led to a strange s ituation where 
completely norm al physical contact is considered unnatu ra l  in, lor instance, 
early ch i ldhood  education  (Duncan 1998). St il 1, each teacher and parent 
know s the significance oi touch ing  for children .  Touching provides the 
baby its first contact with the outside vvorld, and it has also been though  
that touching  may be the last sensory route rem aining before death.

From the educalo rs  viewpoint, the posture of proximity means availability 
to the child w henever the child needs an adult. This is described by Kirsti 
as follows:
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.. .soine children let you come close, while soine others ahvays maintain a certain 
distance, and there is nothing wrong with diat. But ii the child feels me to he a 
sale adult and, despite the distance, accepts me and feels good in day care, 1 
know  I have been acting right. (Kirsti)

EMBODIED ROUTINES, RH YT H M AND TIME 

At the beginning of out' narrative, Kirsti w ondered:

The routines, strict schedules and activity sessions were far from my ideal of 
early childhood education ... W here vvas the child in day care? Were the children 
tully controlled by the adults, never making noise, never playing games, completely 
organized in the mielelle ofjigsaw puzzles!

F rustrated , she asks: w here vvas the child? She then  goes on to  elescribe the 
strict routines and  schedules that are used to m ake the children  invisible and  
inaudible. They elo not actuaily even exist as the k ind oi bodily  and  active 
creatures that Kirsti saw her ow n ch ildren to be.

The subjective experience of routines provoked anxiety in Kirsti. Johnson  
(1989) underlines the bodily  character of routines. They are so self-evident 
that hardly  anybody even sees the m as knovvledge that helps us to orient to 
place and time. We coulel say that the education  and identity developm ent 
oi a small child are also baseel on the acquisition  of routines. Routines serve 
as a shared g ram m ar and  give the child  an experience of itidependence and 
initiative, while they sim ultaneously  consolidate his or her ability to co-operate 
w ith others.

Routines have m any lunctions. They may serve as ways to m aintain o rder 
or social defences, by vvhich the educators contro l their env ironm ent and the 
children , but also them selves. Situations that cause anxiety and uncertain ty  
can be contro lled  by rules and repetitive actions. Kirsti also seem s to refer to 
such routines: things are done in the way they have alvvays been done. Routines 
also have a positive p ro tec tive  and  con stru c tiv e  function ; vvithout them , 
education  w ould  be chaotic and  unpredictable. Routines im pose a tem poral 
rhythm  on ch ild rens life, m aking them  feel able to control place and time.

Routines also have a m oral message and m ostly pertain  to interpersonal 
relations. They inc lude rou tines oi m anagem ent, such  as the rule of not 
d istu rb ing  others. Kirstis descrip tion  of the child  w ho found it hard  to fall 
asleep at nap tim e im plied a violation of this rule. Kirsti vvondered if it had 
not been possible to apply  the rules m ore flexibly to meet the needs of an 
in d iv id u a l ch ild .
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Routines further help to organize lime and in troduce  a rhy thm  into life. 
S tudies have show n that the rhy thm  and cyclicity of events are the key 
factors that teachers use to organize their  w ork  (C land in in  &  Connelly, 
1986).  The h u m a n  phys io log ica l  fu n c t io n s  are cyclic and  rh y th m ic :  
respiration, heart beat,  digestion, and the rhy thm  of being awake and asleep. 
An infant gradually internalizes the cyclicity of its physiological existence. 
For example , the infants d iu rna l  rhy thm  is not on ly’ a physiological rhythm, 
bu t som eth ing  that is regulated  in a n u m b e r  of cultural variable ways. The 
diurnal rhy thm  of children  is also partly governed by the day care schedule 
and  the parental needs. Diurnal rhy thm  plays a m ajor  role in the ch i lds  
overall well-being. It is not only an im portan t  foundation  for intellectual 
perform ance ,  but also con tr ibu tes  holistically to well-being. YVhoever has 
expe r ienced  a shift of d iu rn a l  rh y th m  is aware of this. (S iren-T iusanen  
1996).

The ph en o m en o n  of cyclicity is so primeval that,  according to Johnson  
(1989), we feel it in o u r  bones and always live by some kind of rhythm. 
Jo h n so n  specifically under l ines  that cycles are felt rhythmically  th rough  
the body. These experiences are rarely reflected on consciously, bu t they 
em erge in narratives. A ccord ing  to Jo h n so n ,  rh y th m  and rou tines  also 
in troduce a narrative s t ruc tu re  into bodily experience. Functions have a 
beginning, a course (plot), and an end.

In early c h i ld h o o d  ed u c a t io n ,  rou tines  and  rh y th m s  in te r tw ine  w ith  
time. Teachers have to adjust the rhy thm s of individual children to the 
rhy thm  of the o ther  ch i ld ren  and  adults. A given ch i lds  place and  ability 
to make his/her voice heard is concretely manifested in how well his/her 
individual rhy thm  is recognized. The basic ques tion  is: what kind of time 
governs the childs  rhythm. Early childhood teachers vvrite about the shortage 
of time, vvhich is part of the everyday life in large groups. Teachers do not 
have time to pay attention  to individual children. “Sometimes there is not 
enough  time for anything: last Friday, 1 was alone w ith  the whole group 
until n o o n . . .  bu t the ch i ld ren  were actively engaged  in the ir  play and 
probably  knew no th ing  oi the adu l ts ’ w orr ies .” A nother  early ch i ldhood  
teacher regrets the shortage of time Iroin a professional viewpoint: ”you 
often m ake them  (= w rong  Solutions) w hen  y o u ’re in a hurry  and d o n ’t 
have time to stop and th in k ”.

Teachers’ reports of the shortage of time should  be taken seriously, becattse 
it is their way to express th rough  speech their concern  about things that are 
central to teaching and educat ion  (Olson et. ai. 1999). Teachers know  that 
children need their at tention  and time. There should  be time for concretely 
being together, and the routines and rhy thm s should  be sufficiently flexible 
to allovv enough  time.
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POWER

According to Leavitt (1994), the use of pow er  is em bod ied  in m any ways. 
Povver is present in ali interactions, and  ali th ings 1 have said above about 
em bod im en t  and  bodily postures also involve povver relations. Povver is not 
merely a negative phen o m en o n .  Burkitt (1999) considers pow er  as a source 
of bo th  control and productivity, and  the teachers’ stories also highlighted  
bo th  types ot povver and the p rob lem s related to them. AVhere vvas the 
child?’- This ques tion  crystallizes the problem . Do children  actually even 
have a place in day care? Can they m ake themselves heard  and understood?

Povver is em bodied  in in teraction betvveen adults,  between adu l ts  and 
children, and betvveen children. Interaction, in tu rn ,  is affected by Control 
over space, vvhich is the m ain  vvay of adults  to restrict ch ild rens  activities 
and  choices. Availability space is a vvay ot adults  to vvielcl povver. A physical 
en v i ro n m en t  full of rules and  restr ic t ions gives ch i ld ren  exper tences  of 
closure and limited freedom, while a permissive env ironm ent implies wide 
scope and new opportun ities .  A dults’ actions may result in good experiences 
for children  even in a possibly c ram ped  space. Schedule is an even more 
im portan t  tool of power. A strict schedule really forces people m arch to 
time, and  ch i ld rens  time is naturally largely regulated by adults. (Leavitt 
1994.)

Early ch i ldhood  teachers reflect on  their  ch ild -adu lt  relationships and 
the pow er  implici t  in them . A ccord ing  to Kirsti s anecdo te ,  the pow er  
struggle over nap time left everybody feeling bad. This episode can also he 
app roached  from the v iewpoint of bodily  posture. Il is easy to perceive in 
a pow er struggle b o th  tones of voice and  m ovem ents  that can be threatening, 
sh ie ld ing , I r igh ten ing  or  w ithd raw ing .  A bad  m o o d  is also manifested  
concretely in our  body: we tend to assum e a sad pos tu re ’ that reflects sorrow 
a n d  apa thy .  K ir s t i s  ideal p o w e r  r e la t io n  w as  a b a la n c e d  a n d  o p e n  
relationship between adults  and children , w hich allows bo th  parties to act 
and express themselves freely.

Another  early ch i ldhood  teacher describes interaction vvith a balance of 
pow er  as follows: ’I m ust be there for the children ,  able to listen and to 
recognize each as an individual. 1 must com e dow n from the pedestal and 
en ter  a more equal adult-child  relationship, yet w ithou t forgetting that 1 
am  the adult  vvhenever the need arises.’ The ability to listen to the child, 
equality, and  co m m itm en t  to the adult role are mental constructs  oi this 
early ch ildhood  teacher, hu t they are manifested in practice and reflect her 
posture in her  interaction vvith children. In her Story, good interaction is 
based on  credibility and  personal honesty. Credibility and authenticity
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have also been u n d e r l in e d  as aspects of the c u r re n t  h u m a n  identity  by 
Taylor. Oser  and Patry ( 1995, 37), in tu rn ,  point ou t that teachers, while 
solving problem s, shou ld  also make sure that their  so lution are in agreement 
with  themselves, that they feel of being honest. The possibility of adults  to 
control and limit is enhanced  by the difference in size betvveen adults  and 
ch t ld ren  com bined  w ith  the adu l ts ’ authority. In the educat ion  of small 
children, the physical difference in size results in a pow er  d iscrepancy that 
easily subjugates the child. Children  are able, since bir th ,  to recognizc the 
things im portan t  for them , such  as the big size of adults. (cf. Lakoff &  
Jo hnson  1999).

A lthough child ren  are often considered powerless,  van Manen (1990) 
points ou t  that they actually use their helplessness as povver over adults. 
According to h im, the helplessness of a little child  appeals the care-giving 
adult. A small and  helpless infant hence has more povver than an adult.  
The early ch i ldhood  teachers olten expressed their desire to take children 
seriously and to listen to them , w hich  can be considered  a consequence of 
the desire to help evoked in the adult by a tiny and vulnerable child. But 
things do not always tu rn  out so well, and the stories also reveal the o ther  
side of the coin, i.e. the inability of adults to listen to vvhat children would  
have to say. For example, adu lts  may apply routines  quite  ruthlessly as a 
way to control children and to vvield povver over them.

Children  also use povver in many vvays (S ilvennoinen  1995; Estola &r 
Syrjälä 2000).  They may, for example , choose betvveen a passive and an 
active vvay to resist adults. “The girl never even b udged  w hen  the m o the r  
asked her to com e h o m e ”, one of the early ch i ldhood  teachers vvrote. Many 
of the in form ants  also po in ted  out that it is difficult to in tervene in the 
conflicts betvveen ch i ld ren  un less  one has seen the p reced ing  course of 
events. Conflicts f requently  arise in highly concre te  s ituations of povver 
use: ch i ld ren  quarrel over toys, or a child hits another. It is in such situations 
that ch i ld ren  learn vvhich bodily  pos tu res  w o u ld  be useful in conflicts. 
Should one assume a th rea ten ing  or conciliatory posture ,  be submissive or 
defensive? Adults can provide an im portan t  m ode l for p roblem  solving. 
Social interaction, if anything, is em bodied  action. We perceive the others 
th rough  their bodies.

P l a c e  or t h e  e m b o d i e d  c h i l d

I began to read the stories to find ansvvers to three questions: vvhat are the 
bodily aspects of everyday life in day care centres li ke, vvhat situations are
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they manifested  in, and w hat is said abou t them  in stories? The stories 
tu rn ed  ou l to be a good source of inform ation about the bodily  aspects  of 
early ch i ldhood  teachers’ practical knovvledge. There  were rough ly  tvvo 
k inds  of references to the body. Firstly, there were m a n y  m e tap h o r ic a l  
references to bodily aspects, and  secondly, there were also m any explicit 
accounts  of the concrete and physical nature of education .

The stories were abou t general educat iona l situations,  such  as games, 
meals, ou tdoo r  activities, and  nap times. N one ot the episodes were explicit 
descriptions oi teaching. This may have been partly due  to the w ay  the 
inform ants were instructed  to write. Ultimately, therefore, ou r  in fo rm an ts ’ 
views of the m u tua l  rela tions be tw een  the body, learn ing , an d  teach ing  
\vere derived from very few indirect references. O ne  of them  w rote  like 
this: "I w ou ld  like to cons ider  myself a pe rson  w h o m  the ch i ld re n  can 
freely approach  and  teli about their  joys and  sorrows, w h o  is nice to be 
w ith  every day, and w ho  will occasionally help them  to learn new  th ings .” 
In this in form ants  Story, good educat ion  consists of close interaction and  is 
notably emotional. But the quota tion  also seem s to reflect the d is t inction  
between the mind and the body. The b ody  is more clearly related to em otions 
than  to the learning of new things.

Early c h d d h o o d  e d u c a t io n  h a s  t r a d i t io n a l ly  u n d e r l i n e d  c h i l d r e n s  
inherent activity and ability to learn by do ing  as well as their need to learn 
em otions and  values. The phrase about develop ing  the head, h a n d s  and 
heart has been part of the culturally  inheri tance of practical knowledge. 
Analyzing teachers’ stories pointed  ou t that this tradition is still living in 
teachers’ stories. Holding arms, hugging and  physical contac t are an essentiat 
aspects of teachers’ w ork  (Golden 2001; cf. also Irigaryi 1993).

W hen  l com bined  the inform ants’ eom m ents  on  the body  and the everyday 
s ituations these stories relate to, 1 was able to identify four Central categories 
of em bodied  practice in ali education . These were: 'to be seen and  h ea rd ’, 
’pow er’, 'being a m o d e l’, and em bodied  routines, rhy thm s and t im e’. Bodily 
posture  in educat ion  is hence a m arkedly holistic, moral, emotional,  and 
cognitive way to w ork  that also reflects ali these categories. In their stories, 
early ch ik lhood  teachers aim ed at a posture of being present.  This was 
show n by the goal of being able to hear, see, and  take seriously bo th  the 
child  and oneself and to serve as a model. The stories also show ed  that 
these goals cannot be attained unless the everyday routines, rhy thm s, and 
time in day care allow practices w hereby  one can m ake oneself heard or be 
a model.

The bodily avvareness that develops in day care is shaped  by cultural and 
societal faclors. Finnish ch i ld ren  spend  long days of up  to 10 hours  in day 
care, and  m any of them  are in day care from the age of u n d e r  one year until
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they sta rt school at age 7, because m any F innish  paren ts w ork full tim e. 
Efforls have heen m ade to im prove the lives oi ch ild ren  by, for exam ple, 
passing  a law on the c h ild s  subjective right to day care, w hich m eans that 
ali ch ild ren  u n d e r  school age are entitled  to publicly  funded  day care. This 
has guaran teed  a certain  degree of con tinu ity  in day care. Due to the long 
days in care, hovvever, children  do nearly  ali oi the ir daily  activities in day 
care cen tres. lt is certain ly  n o t u n im p o rta n t w hat w e believe and th ink  
abou t ch ild  developm ent. The m anner of arrang ing  the c h ild s  daily rhy thm  
definitely  show s the  ch ild  the ad u lts ’ a ttitude tovvards h is o r her ind iv idual 
needs (S iren -T iu san en  1996).

W hat do  early ch ildhood teachers th ink  about the child  and education? 
The question is especially topical novv that the pre-school reform  is under way 
and every child is supposed to go to the pre-school. I vvonder how  early 
childhood teachers will go about teaching in pre-school? There are obvious 
threats, though, admittedly, they are neither new nor exclusive to early childhood 
education. Several decades ago, Schwab (1978) already hypothesized about 
the inevitable connection  betvveen instruction  on the one hand and activity 
and em otions on the other. He postulated that the m yths about pupils umvilling 
to leam  date back to the unwillingness to arrange instruction  that w ould have 
been sufficiently in triguing to children. Teachers have forgotten that they should 
first establish a close contact with the pupils, and that they can only expect 
intellectual achievem ent alter that. But since em otions and activity have been 
considered as som ething separate from intellect, teachers have not even been 
concerned  about those aspects, and pupils ' em otions and  inclinations have 
been considered as extem al to the curriculum  (Schvvab 1978, 108). YVill the 
same thing happen  in early childhood education?

The posture of presence cannot he adopted w ithout actually being present. 
The concern about the shortage of time, large groups, and high staff turnover is 
a real concem  for the im m inent collapse of the foundation of good education. 
There can be no education w ithout bodily presence.

N o tes

1 M erleau-Ponty use the concept 'habitual body’ to describe the practical 
orientation of the body to the world. W hen, lor exam ple, we lcarn to bike or 
get used to w earing a certain kind of clothes, these objects become part of 
our living and functional em bodim ent and thus bind us to the world, the 
objects of this w orld and other people.
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W HO ARE WE?

The writers of this book were asked to ansvver to the question “W ho am 1” 
by writing an autobiographical anecdote about themselves. It was not easy 

to get the authors of a narralive-autobiographical book to write any autobiographies 
so as to introduce themselves. Perhaps these people are too aware of how  we 
com pose our identities through our small everyday life stories.

But these m ini-autobiographies were w orth asking and asking again. Here 
are w hat we got; som e evocative, impressive and  povverful life stories w hich 
make the authors alive in a vivid way.

C h r i s t i a n a  A n d e m  

D epar tm en t  of  Teacher Education  
University  o fJy  vä sk ylä  

F in la n d

VVho am  I?

The day 1 was born, 1 began a story oi my own. A Story' in w hich 1 am  the main 
character. The day 1 was nam ed, my character got the first ansvver to the question 
of w ho 1 am. Different tim es and situations change vvhat 1 teli about myself, and 
the process of finding w ho 1 really am  vvill he everlasting. Every tim e I teli a 
Story or ansvver the question oi vvho I am, I reveal som ething of myself. To 
begin, my nam e is C hristiana A ndem  and right novv I am  studying  at the 
University oi Jyväskylä to becom e an international elem entary school teacher.

I could also teli you that I am  a big sister and a daughter. My family has 
alvvays been im portant for me, and they are the ones vvho give me love and 
support vvherever 1 am. 1 could teli you about a girl vvho has lived part of her 
life abroad and has a m ulti-cultural background. Thcre is also a Story' of an 
am biguous sprinter, a girl vvho reached her stars vvithout being the ‘best’. There 
are many stories that reveal som ething of me, bu t they do not teli the vvhole 
tru th  of vvho 1 really am.
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Slories and truths change over time and depend on what I find im portant 
to teli about myself. The paths 1 follovv change me and vvho I am. But as it 
is said, finding vvho you are is a process that never really ends.

K a t r i jn  B a l le t  

C e n te r f o r  E du ca tio n a l P o licy  and  In n o va tio n  

K a tho lieke  U n iv e rs ite it Le uv en 

B dg ium

My life as an educational researcher still looks tnore like a short Story. In the 
research for my masters thesis 1 collected and analysed beginning teachers’ 
career stories and how they learned to play the game and to develop an 
identity. And then 1 started my own life as a beginning researcher, learning 
to play the game and to develop my own professional identity vvhile studying 
head teachers using the stories o f their professional development. About a 
year ago I embarked on a PhD pro ject on teacher identities  and the 
intenstfication o f their vvork. An in tru ig ing Story that has just started and ts 
still open-ended, though the plot line is unfolding, the layers of meaning 
have started to appear. And I...I am learning hovv to play the game, vvhile 
p laying.. .and telling about it...

D av id  B rid g e s  

U n iv e rs ity  of East A n g lia  

E ngland

“ 1 vvonder, Dr Bridges, vvhether you vvould agree that your list oi publications 
reflects, vvell, something of a butterfly mind?” —  this, a question pui to me 
in the intervievv for a Chair in Education at the University of East Anglia in 
1990 .

“Guilty, but unapologetic!” -  is vvhat l vvish 1 had had the presence of 
m ind to reply, but instead I spun an elaborate but entirely plausible story 
which demonstrated the threads of continu ity and development through 
my apparently haphazard intelleciual development. After ali was not the 
systematic and sustained pursuit oi an area of enquiry the hallmark of real 
scholarship?

But here 1 go again. It is nearly forty years ago since, as a h istory 
undergraduate in my linal year at Oxlord 1 revived the former Jesus College 
Historical Society in order to promote among the ill-assorted rag bag of 
college historians, vvhose ordinary preoccupations vvere booze, sex and, so
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far as any rem a in in g  energy  a l lowed, rugby  football, som e inte llectual 
d iscussion about the na tu re  of history. O ne of the first session which we 
had  was on fdistory and  the  hdistorical Novel, in w h ich ,  as I recall,  we 
explored the differences between  and relationship betw een  the two. As far 
as 1 can rem em ber  (tricky stuff this autobiography; 1 suspect my capacity for 
recal! operates at abou t 5% efficiency) f had  no t th o u g h t  seriously about 
this ques tion  again until a sym posium  at the 1998 conference of the British 
Educational  Research Association on narrative research p rom pted  me to 
revisit som e of the issues w hich  lie in the interre lat ionship  betvveen history, 
fiction and  the historical novel.

The butterfly image is, perhaps,  revealing. 1 am not a zoologisi,  bu t  1 
suspect that there are two tales w hich  can be told abou t the m ovem ent and 
the  s ta t io n a ry  m o m e n t s  o f  the  bu tte rf ly :  one  tale of r a n d o m n e s s ,  of 
unpredic tabili ty ,  of se rend ip ity ;  an o th er  of u nder ly ing  rationale related, 
perhaps  to the evasion of predators; the discovery of food and a suitable 
place to rep roduce ;  and  the attraction  of a mate -  drives perhaps  no t a 
million  miles away from the those  sh a p in g  the b e h a v io u r  of academ ic  
researchers living their  brief, butterfly lives at their annual conference ?

I coidd almost certainly construct a narrative which joins the two events 
in my academ ic life across forty years. Certainly the Oxford expcrience 
p rovided  the resources for a particular form of recognitiön of issues latent 
in the narratives debate w hich  1 encoun te red  m uch  later in Belfast. But 
se rendip ity  plays an im portan t  part in creativity, and as 1 look out of my 
vvindovv and observe the decorative fluttering of the butterflies (albeit that 
their off-spring vvill 1 fear shortly  shred my sp rou ting  broccoli to pieces), 
p e rh a p s  1 sh o u ld  no t resist too  s t r en u o u s ly  the ana logy  b e tw e en  the ir  
m ovem ents  and my intellectual life. ‘Butterfly m in d ’?— indeed!

F r e e m a  E l b a z  L u w i s c h  

F a c u l t y  o f  E c l u c a t i o n  
U n i v e r s i t y  of  H a i / a  

Isr ae l

An exercise I often give my s tuden ts  is to write a very short autob iography  - 
my life Story, just for today. We then  read one ano thers  stories, form groups 
and produce  co m p o u n d  au tobiographies; the group p roduc ts  are usually 
even more interesting than the individual efforts. So the reader is invited to 
in te rrup t my Story w ith h is or her  own.

I was born  in a nor the rn  climate and now make my hom e in a place that 
is ali too hot. The com ing  together  of people from different backgrounds
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and  cultures fascinates me, and I enjoy the learning and possibility o f  new 
connections that result, perhaps  especially trom situations of conflict.  My 
parents escaped conflict in Europe to find safety in Canada. But in each of 
their life stories is an episode where their lives were saved by persons  from 
a dilferent group. W h e n  my father was arrested  (ior the crim e of being  
Jevvish) and ordered  to leave Vienna in 1938, a Q uaker  family in England 
m ade arrangem ents  for h im  to go there and  took h im  into their hom e. My 
m o th e rs  family in Russia was h idden  in the hom e of a local farm er and  
thus  saved from anti-semitic pogroms. I carry these stories as il 1 experienced 
them  personally, and  perhaps they are the basis tor my u n d e rs ta n d in g  of 
how  stories shape o u r  lives and teach us most of w hat we need  to k n o w  in 
life.

Lately, however, I feel that the old stories may not be sufficient, and  we 
need to create new stories to serve us in these di f ficult times; w atch ing  my 
three kids becom e adults ,  1 am olten very scared by the world  they are 
entering. To cope with this fear I try to rem em ber,  over and  over, to savour 
the m om ent.  A high po in t of the last year was m anaging the 3 km skt trail 
in O ulu  Calter not being on  skis lor over 30 years). Yesterday m orning, alter 
a night of rain there was a gentle mist and the smell of new  grow th  in the 
garden. This m orn ing , brilliant sunsh ine.  This af te rnoon, there will be a 
m eeting oi an in-service p rogram  in w hich  a g roup  of teachers Irom the 
Jewish and Palestinian com m unities  of Israel meet to learn together  about 
multiculturalism. VVhen 1 th ink  about the m eaning  oi these different ways 
1 spend  my time, 1 am com forted  by an expression oi Ghandi: YVhat you do 
is insignificant,  but it is very very im portan t  that you con t inue  to do it.

R a i j a  E r k k i l ä

D e p a r tm e n t  of E ducational  Sciences a n d  Teacher E ducation  
U nivers i ty  o f  O u lu  

Finland

It was written som ew here  that, in our  p o s tm odern  time, people change 
the ir  identit ies like the  c lo th ing  the ir  wear. This idea m ade  me stop. 1 
wonder? In my busy everyday life 1 am a researcher, an educator, a mother 
and a wile. 1 d ro w n  mysell into the narratives oi o thers  and  the concerns of 
my seven-year-old daughter.  But still 1 believe that, like an onion, 1 have 
som eth ing  deep inside me that remains the same. O nce in a while 1 need to 
go into a forest or d o w n  to a river and listen to the vvind, the sound  of 
white water or just silence, and  there I am.
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E ila  E s t o i n

D e p a r tm e n t  o f  Educational  Sciences a n d  Teacher Education  
U nivers i ty  o f  O u lu  

Finland

W h o  a m  I? W h e r e  d o  1 c o m e  from? Thcse  q u e s t io n s  w e re  a sk ed  b y  C h e k h o v s  
go v e rn es s  in The C h e r ry  O rc h a rd .  1 find it d iif icult to a n s w e r  th e m ,  too. 1 
k n o w  th a t  m y  c u r r e n t  re sea rch  topic ,  re la tional e th ic s  in te a c h e r s ’ narra tives ,  
is in tr ica te ly  m te r tw in e d  w i th  my ovvn life, m ay b e  even  m o re  so th a n  I da re  
to ad m i t .  1 d o  n o t  k n o w  if the  te a c h e rs ’ na rra t iv e s  m a d e  m e  q u e s t io n  m y  
ovvn life o r  vice versa ,  b u t  1 have  b een  p o n d e r in g  a b o u t  m yse lf  in re la tion  to 
o th e r  peop le :  m e as m y  m o t h e r s  d a u g h te r ,  m y  h u s b a n d s  wife, m y  c h i ld r e n s  
m o th e r ,  a t r iend ,  a co l league ,  a teacher.

Triv ial t h i n g s  m a y  b e  i m p o r t a n t  fo r i d e n t i t y  f o r m a t i o n .  T h e  fam ily  
m ag az in e  Kotiliesi ( ‘h o m e  h e a r t h ’) has  b e e n  part  of m y  life for as long  as I 
c an  r e m e m b e r .  M y h a t e - l o v e  re l a t i o n s h ip  w i th  th i s  m a g a z in e  h a s  b e e n  

sy m b o lie  of the  s tab le  a n d  ch a n g in g  p a r ts  o f  m y  identity. W h e n  I w as  very  
y o u n g ,  m y m o th e r  u s e d  to read  m e the  K ieku a n d  K aiku  c a r to o n  w i th  its 
s im p le ,  m ora l is t ic  a d v e n tu r e s  o f  a ro o s te r  a n d  a pig. To m y  s tu d e n t  self, the 
m a g a z in e  r e p r e s e n t e d  th e  c o n s e r v a t i v e  vvorldvievv w i t h  i ts  s t o r i e s  o f  
un im a g in a t iv e  m id d le - c la s s  life, vvhich w as  s o m e th in g  I a b h o r r e d .  W h e n  1 
s ta r ted  a family, m y m o t h e r  su b s c r ib e d  Kotiliesi for m e ,  de sp i le  by occas iona l 
feeble ob jec t ions .  1 th o u g h t  th a t  w as  p a r t  of h e r  efforts  to  m a k e  m e  a “p r o p e r  
housevvife”. 1 w o rk e d ,  1 tau g h t  no \ 'ice  k in d e rg a r te n  teach e rs ,  1 vvas the  h ead  
o f  a sch oo l ,  a nd  I even  tr ied  to c o n t in u e  m y Studies. 1 k e p t  rece iv ing  Koti- 
liesi, th o u g h  1 co u ld  often  o n ly  spa re  a c o u p le  o f  m in u te s  to leaf th r o u g h  
th e  m o s t  recen t issue. 1 vvanted to be a m o d e r n  a n d  efficient vvoman, a n d  
Kotiliesi d id  not fit in vvith tha t  image.

YVhen m y  m o th e r  d ied ,  1 realized  I c o u ld  n o t  face a life vvithout Kotiliesi 
a n d  c o n t i n u e d  to su b s c r ib e  it for myself. E ach  n e w  issue is like a visit by mv 
m o the r ,  w h ic h  hefps  m e  to  c o n t in u e  m y  Story as h e r  d au gh te r .  N o r  d o  I 
m in d  b e in g  a ho u sew ife  fo o k in g  for g oo d  rec ip es  an d  v a r ia t io n  for daily 
meals. A nd  m o re  a n d  m o re  o f ten  I find m y se lf  p ic k in g  u p  the  m ag az ine  
just for fun: to en joy  life w ith  its eve ry day  activities , at h o m e ,  a ro u n d  the  
h ea r th .
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S ic r u n  G u d m u n d s d o t t i r  

D e p a r tm e n t  of E ducation  
N orw eg ian  U nivers i ty  o f  Science a nd  Technology  

N o r w a y

W h o  am 1? 1 w ould  li ke to re-phrase this ques tion  and  ask instead; w hat is 
my identity? The basis for my identity  is my ex tended  family on my m o th e r s  
side w ho  lived ou t their  lives in a small house, in a small fishing village on 
a small island of f the sou th  coast of lceland. Lile was physically ha rd  tor the 
fishermen as \vell as dangerous. In their  small fishing boats they had  to go 
ou t to sea in the hostile N orth  Atlantic w here  the Atlantic becom es the 
Artic Ocean, w here w arm  w inds and  curren ts  Iroin the sou th  meet the icy 
cu rren ts  and vveather system of the Artic regions, creating soine of the most 
dangerous condit ions  in the world. Life was hard and  people w orked  hard, 
bo th  m en and  w om en. Leisure and  holiday were u n k n o w n  phenom ena .  
The only activity that could be “classified” as leisure was \vhen the s torm s 
were so violent that boats could not get to the fishing grounds.  People vvere 
“forced” to do som e th ing  else on these long days and  nights, w h en  “the 
weather gods were angry”, as they w ould  say. Then  they w ould  gather together 
a round  the k itchen tables ali over the village and teli stories.

From an early age I was there, in my g ran d m o th e rs  kitchen, sitting on 
my G randfa thers  knee and  listening to the storytelling. A lthough 1 d id n ’t 
un d e rs ta n d  m uch  at the time, 1 later realized that I had  indeed  learned 
som eth ing  im portan t,  so im por tan t  that it cannot be taught, only learned: 
To listen to a Story in such  a way that it can teach you  som eth ing  important,  
to lei it become an essential pari of your identity. Later in my life 1 have 
realised that these s to ry te lling  events have, indeed ,  m ade an impact on 
how  1 th ink  and perceive the W o r ld ,  my identity as a researcher and as a 
person. Like the storytellers in my g ran d m o th e rs  k itchen  1 d o n ’t separate 
my w ork  from my life. They had not choice. But 1 had. Now, Story is an 
im portan t part of my professional and private identity.

Professionally tor me there is only narrative because 1 see “narralive” as 
privileged w hen  it com es to describing experiences, be in on the oceans or 
in the classrooms, be it the fishermen talking about their lives or biographies 
of teachers.
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H a n n u  L. I. H e ik k i n e n  

O p e n  U n i v e r s i t y  
U n i v e r s i t y  o f  J y v ä s k y l ä  

F in la n d

YVho am I? Actually, it is hard to find a simple ansvver to that question. In 
academic contexts, I usually teli people that l’m a researcher in education 
who is currently vvorking for the Academy of Finland. At the same time, 1 
am working as a planning coordinator of teacher education for the Open 
University at the University of Jyväskylä. In addition, I am vvorking as a 
teacher educator at the Teacher Education Department. Somchovv 1 love to 
operate vvithin thcse different fields at the same time, although sometimes 
I vvish 1 could have said “no” to some requests.

But there are other stories of myself apart from this professional nat rative. 
I could teli a Story of being a father and a husband, vvanting to give my best 
to those 1 love. 1 could teli a Story of a biker vvho has lived most of his life 
vvith motor bikes. 1 could compose a Story oi an ex-thriathlonist vvho never 
reached the top but vvas ultimately happy vvith that. Or there could be a 
story oi a designer, a kind of artist perhaps, a man vvho loves dravving and 
building beautiful things vvith his ovvn hands, such as motor bikes, houses, 
furniture, etc.

Ali of these stories teli something relevant, but simultaneously exclude a 
lot. But life is like that. You have to go on vvorking to ansvver the question 
of vvho you really are for the rest of your life.

R a u n o  H u t t u n e n  

D e p a r t m e n t  o f  S o c ia l  S c i e n c e s  a n d  P h i l o s o p h y  
U n  i vc rsi t v  o f  J y v ä s k y l ä  

F i n l a n d

Who am I? I d o n ’t knovv anymore. There vvas a time vvhen I vvas sure of vvho 
I vvas and vvhat my tiesiiny vvould be. As a teenager 1 started to read Marxist- 
Leninist philosophy and later developed some level of professionality in 
that arca. This vvas quite a natural course of action for me, because my 
mother and my stepfather vvere members of the Communist party (as vvere 
my grandfather, my grandm others farther, the headmaster of my school, 
etc.) I vvas active in the Marxist youth-movement. I even made a national 
appearance. Back then I vvas able to point out the “bad guys” and the “goocl 
guys” and knevv vvhat the path of destruction and the road to salvation 
vvere for me and for the vvhole World.
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In this spirit I began to study philosophy at the University o f Jyväskylä. 
Unfortunately, the epoch of Marxism was over in the Finnish universities 
and the bogey o f postmodernism was beginning to emerge. After a few years 
o f participating in student debates, after one divorce, after the falling o f the 
Berlin Wall, etc., the bogey oi postmodernit)' finally caught up w ith  me. 1 
wrote my doctoral thesis on the philosophy of education and tried  to 
discover, at least in that area, vvhat is good and vvhat is bad. Perhaps 1 
succeeded, perhaps not. Novv the academic w orld  o f philosophy and 
educational research is my “homeland” . That much l do knovv, although 1 
have yet to discover vvho 1 am.

Leena K a k k o r i 

D epartm en t  of Social Sciences and Philosophy  

U n ive rs i ty  o f  Jyväsky lä  

Finland

1 am a philosopher and a kindergarten teacher. About six years ago 1 toid a 
story of how 1 vvas going to write a doctoral thesis about Martin Heideggers 
philosophy, art and tru th. Now the story that l d idn ’t really believe in is 
true. But shall 1 do now? W hat w ill he my new story? Maybe 1 w ill tackle the 
most serious philosophical problem that there can he: W hat is the essence 
oi the cat. Fleidegger asked questions about the essence of metaphysic, 
technology and art, but he never considered the essence of the cat. According 
to Heidegger, it is easier to understand even God than a cat or other animals. 
Nonetheless, 1 am going to find out what is the catness o f the cat and how 
the tru th  is manifested in the cats purring.

G e e rt  K e lc h te rm a n s  

Center fo r  Educa t iona l  Policy and  Innova t ion  

Katho l ieke U n ivers ite i t  Leuven  

Belgium

How do people in general (and educators and teachers in particular) make 
sense of their lives? W hy do they do vvhat they do in caring, teaching, 
guiding and supporting others? What makes it w orthwhile  for them? What 
keeps them going? How do they make their choices and justify them? And 
while doing so, how do they develop their ovvn lives and identities? This 
cluster o f questions reflects a deep interest and fascination in my prolessional 
life as an educationalist. It runs as a red thread throughout my vvork as a
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teacher educator,  an in-service trainer, a university professor, a supervisor 
oi research projects. ..  But it also has a part in my actions as a husband  and 
fathcr or  w hen  enjoying a nice meal, reading a novel or listening to song 
lyrics. It is even playing in the back of my head in the thrill w hen  skiing 
d ow n the slopes or h ik ing  th rough  silent, impressive, w ide landscapes. 1 
guess it fundam enta l ly  reflects the ongo ing  search for the answer to the 
ques tion  “w ho  am I?”.

T h ink ing  and talking about these questions and sharing them  with others 
can only be done by telling stories and funny anecdotes, by using m etaphors  
and autobiographical accounts. That had becom e clear to me quite soon. 
But as, som ew here  in the mid-eighties, I becam e aware that narratives also 
held a s trong  potential for educational research, the con tours  of my life as 
a researcher  were d raw n .  A challenging, bu t  fascinating agenda was set. 
And il still keeps me going, w onder ing ,  puzzled and enjoying it.

A r t o  L a i t i n e n  

D e p a r tm e n t  o f  Social Sciences a n d  Philosophy  
U nivers i ty  o f  J y v ä s k y lä  

Finland

A first-year philosophy s tuden t got excited about the idea of plural identities 
and a related shir t-m etaphor. “YVhat il there is no stable core to ones  identity, 
bu t we rather change o u r  identities like we change shirts? You wear one 
shirt w hen  you visit you r  granny, ano ther  one vvhen you go playing soccer 
and yet ano ther  w hen you go to m ovies!” He was very excited about the 
idea and told it to his girlfriend, w ho  was less excited about it: “According 
to that theory you at least seem to have a very stable identity.”

H e l i  M e r i l ä i n e n  

D e p a r tm e n t  o f  E ducational  Sciences a n d  Teacher Education  
U n iv er s i ty  o f  O u lu  

Finland

For ine tloing a research is to coun terba lance  my life w ith  small children: 
the ones at school and those two d ia m o n d s  at home. W ithd raw ing  from 
class teacher's  hectic w ork  lor a while , 1 have finally time to breathe freely 
and ihink th rough  what it means to be a teacher. I am  alternating different 
lenses: The ones 1 wear as a m o th e r  and a wife, ano ther  ones I'm looking
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th rough  as a teacher and  also the ones l can try on  as a researcher. T h rough  
those lenses 1 have to face myself  and  still notice tHat it was just one e n c o u n te r  
in that time.

M a a r i t  M ä k e l ä  

D e p a r t m e n t  o f  E d u c a t io n a l  Sc ien ces  a n d  T ea cher  E d u c a t io n  
U n iv e r s i t y  o f  O u lu  

F in land

U nder  the tutelage o( an ellicient and energetic m other, 1 grew u p  to he -  
guess vvhat?- an efiicient and  energetic young  w om an. 1 had  m any  hobbies  
and a huge circle of friends, and my life was full of constan t com ing  and 
going. Quietly in my m ind ,  I smiled at people w h o  spen t their time only ‘at 
h o m e ’. To me, those people seemed s tagnant,  non-percep tive  and  hopelessly 
bogged dow n  in the lukevvarm apathy  of an unlived life. 1 filled my days by 
teaching education  in college and later by teaching and do ing  research in 
the teacher ed u c a t io n  p rog ram m e at the university. VV hile do in g  that,  l 
d iscovered  b io g ra p h ie s  an d  was com p le te ly  engu lfed  in the s t re a m  of 
narra tive-b iographic  research.

W h e n  listening to and  reading other  peoples  life stories, 1 have m irrored 
my ow n lile against them. I have s topped  to consider  the meaning of life 
and my ow n identity and have begun to discover new connect ions between 
them. Retreats in silence, a search for peace and  the presence ot nature  
have become the most im portan t  matters in my life. The things 1 used to 
run  away Irom have becom e the co rnerstones of my identity. 1 appreciate 
the n o r th e rn  light a n d  landscape.  1 especially love the m om en t w hen  a 
cold Winter day tu rns  into d u sk  and daylight fades into the softest blue 
shimmer. The whole \vorld seems to com e to a standstill and be immersed 
in blue twi 1 igh t . S ounds and  activity vanish, and  busy everyday life seems 
very distant. Those m o m en ts  make me pause and ask: VVho am  I and where 
am I going?

T o r u  i. M o e n  

D e p a r t m e n t  of E d u c a t io n  
N o r w e g ia n  Un i v e r s i t y  of S c ie n c e  a n d  Tech no log y  

N o r w a y

Twenty-two years old, and  just linished my Certificate in Education, I got 
my lirst job at a school located in a suburb .  In this area som e of the children
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lived in difficult and very complicated domestic situations. Many of ihese 
children were unruly, unfocused and had learning difficulties. Laler, when 
I became a Special teacher, I was particularly concerned with the students 
having emotional and behavioral problems, and 1 started vvondering why 
some teachers succeeded in dealing with these children while others did 
not. This is still a question of current interest. Today, many years later, I am 
privileged to be a doctoral student, and my thesis will deal with the same 
topic; Studies of how teachers act and think when dealing with children 
with emotional and behavioral problems in their classes.

In addition to this very brief professional narrative, vvhat else can 1 teli? 
1 am living in Trondheim, Norway. 1 have been married for nearly 25 years. 
1 have two children, a boy of 22 and a girl oi 17. Besides being occupied 
with my research, 1 enjoy being with my family, reading novels (some of my 
favorite authors are Amy Tan, Isabelle Allende J o h n  Irving, John Le Carre...).
I also like hiking in the woods, mountain walking and, of course, frequent 
cafes with good friends.

P e n t t i  M o i l a n e n  

D e p a r t m e n t  o f  T e acher  E d u c a t io n  
U  nive i  s i t y o f  J y  vä s k y  l ä 

F in land

Who am I? A fifty-year-old father, husband and lecturer in education. The 
last description is the most important for me. But still, 1 would rather have 
no job than lose my wife or children.

1 like lecturing and having dialogue with my students. Lecturing gives 
me a touch of povver. 1 have the power to make my students wonder things 
that previously seemed naturally self-evident to them. h feels great to see 
the intensive attention of students and to be sure that I can offer them 
something that is new and extraordinary. In dialogue the students have the 
power to change their own thinking through their own questions.

In philosophical writing 1 try to combine hermeneutics and realism. My 
key idea is that social reality consis ts  of in te rp re ta t io n s ,  and these 
interpretations are facts that should be understood in social science. This 
idea may be one-sided but it preoccupies my mind, nevertheless.

In spite of these contradictions, 1 am just an ordinary man. No fancy 
hobbies, no Special gifts. It seems funny to say that 1 enjoy being nothing 
special. But 1 think il is true (in the sense oi the correspondence theory ot 
truth).
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L e e n a  S y r j ä l ä

D e p a r t m e n t  o f  E d u c a t io n a l  S c iences  a n d  T e a c h e r  E d u c a t io n  
University o f  O u lu  

F inland

When I was a e h i 1 cl, making up stories was easy and fun, especially in ihe 
bathroom  and aloud. At school-, l used to read stories vvritten by other 
people: 1 recited poem s in school p rogram m es from k in d e rg a r ten  to 
graduation. I believed that the big, black ram oi a Finnish Story book really 
had horns and that Mr. Pii Poo, who was a wizard, did not die after ali. I 
lived in a World ot lairy-tales, poems and books.

While a student and young researcher, I searched for truth in different 
narratives: tigures, statistics, propositions. I lost my own words and stories. 
lt was only later, as a senior researcher listening to the autobiographies of 
teachers and telling others about them, that 1 began to outline my own 
Story. My long-lost and newly discovered vvords began to make up fragments 
and gradually meaningful vvholes. Pieces of narrative by different tellers 
were combined and made up a new story, which is also true to life and has 
begun to live in ali oi us.

Today, Pm going on with my story. I met students who enrolled in the 
teacher education programme this autum n and were willing to share their 
stories, and l will continue to work with them. Next week, we will discover 
the new turns of the students’ collective story alter their first teaching practice 
period. And when readers join our stories, we will have a completely new 
story again.

P a u l a  V a i n i o  

D e p a r t m e n t  of Teacher  E d u c a t io n  
U n iv e r s i t y  o f  J y v ä s k y l ä  

Finland

At this very moment 1 am looking out oi the window and I see a teacher 
walking down the Street, followed by twelve kids. I wonder il 1 am ever 
going to be a teacher. I am studying to be one and at the same time having 
doubts. Still, without losing the passion, 1 hope, 1 am very satisfied with my 
life. Although, too much satisfaction may be dangerous.

VVho am l? 1 do not knovv. I prefer the question: How do 1 see myself? I 
see myself as superior to everybody else. I am obstinate, sellish, ambitious 
fwith a question mark) and plain-spoken. The worst part of it is that l am 
also very proud of every single one of those traits. 1 am cynical but not at ali
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bitter. I am not an optim ist,  ra ther  a realistic pessimist. And still, I’m not 
afraid of the future. I am  a person w ho wants  to have control over everything.

My name, Paula Vainio, even though  it is irrelevant and, after the above 
description, no-one might w an t to know  it, is an un am b ig u o u s  part of my 
personality. VVhat is the b l ind  spot, then? It is the point of view I am so 
eager to reach. 1 am  fascinated by the pow er of stories. They are my extra 
eye. To w iden  my view, 1 am  vvilling to teli as m any  stories as it requires. 
The story so far is not com plete. Aiming at thai blind spot of mine.

2 7 1











(fflAy A  um /eAPaus A f <i/as/ai-P (APAa/ /  Ae/uus/of/as/y/siy suzsea/ZaaAP 

(APAa/ /  A  /s//Afsissssa//s/e-i P .A/aa; ase suzssa/Zae4 rsAPa/ee/asu/i/u/e/ 
Ay seSteaseAA> P P/st Aäi AeaA As va/ceJ- afZeasiAesA, s/asa/Zasi- ssAeascAesi, 

■i/u/ss/ /saeAesX asuZ/tA/AhU/Aes&ya/si /a fsssi a■/la/fAasuc aa/ae A a/ 

a//essyi/i /e asuia/es As-Xs- y/sej/tasu). . /Aey Zsy /a -Ase/AyA/ aa Ae aAxa//ss 

a/as A/afsussess/u/e seAeasA.

P/AA AaaA eaa/s/saX Aa A  Asass/Zss/Aas/ee/kx asu/ essyi/s/caAe.rs/ssi/tA-X ay/ 

susssva/Zve se-* eaerA. . /Ae Areee/t ra/ as/rP/A ts/sa/uae asu/ /saeAyt- Ae 

AorXsr casiae/x/X a f  stassa/s-ae se-XeasaA asx/frss-X  a//es//asi asi t/x  

/A/AsXa/AtcssAf ust/a/Zst-X, P/As ssst/t/s/eaAas//a/kx ayyi/y Ae susssa/tas 

s/yyteas/sA/si a s/us As- /sstsseXsasusAuusy asi/yuoa/A a A a s /AAx/sa//asi a f  

siassa/etse seXeasaA /st aa/east-. . 7Ae siassa/eae /a /a  aasuXax/x a f  PaeAee-X 

X/as/e-X aAa///ss/Ass e/eaa/Zost asu/i/AaaA/isaa/tae.


