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Abstract
This is an overview of five substudies, which are based on autobiographical stories of teachers
working in early childhood education and general education. By the concept of 'relational moral', I
refer to human relationships between teachers and children or adolescents. I approached the main
question 'How is the storied relational moral of teachers constructed in a re-storying process?' through
two subquestions: 1. What is relational moral like as a moral horizon in teachers' narrative identity?
and 2. What is relational moral like as a storied educational practice?
Teachers' relational moral was considered to find its expression in the language of the mother.
This view has its roots in feminist research, which has pointed out that identities are gendered, and
that the historical and cultural roots of relational moral in the Western culture lie in the practices of
mothers. This view also emphasizes that gender constitutes an important distinction in language use.
Since the voices of women do not have the same power as the voices of men, the voices of relational
moral are not heard.
Basing on the applications of the narrative-biographical approach I analysed the stories as
representative of the language of practice, i.e. as moral, multivoiced and dialogical. In the process of
re-storying, I interpreted the moral words denoting vocation, hope, love, change and body as Otheroriented concepts implying the need to listen to children and a future orientation. Teachers construct
their narrative embodied identities under the cross-pressure of different and contradictory voices. The
loudest contradictory voices come from the administration, social and educational policies, and the
media. The relational moral was storied as an embodied practice, as physical work in which many
silent voices become audible through touching, gentleness and closeness. The concept of body
position was developed as a tool to understand the concrete working bodies that carry moral
meanings. Teachers' stories involve many body positions, of which the positions of relational moral
are not always officially appreciated.

Keywords: body, embodiment, gender, interpersonal relations, professional ethics, story
telling, teacher
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Tiivistelmä
Tutkimus pohjautuu viiteen osatutkimukseen, joissa on analysoitu lastentarhanopettajien ja yleissivistävän koulutuksen opettajien omaelämäkerrallisia kertomuksia. Ihmissuhteisiin perustuvan moraalin käsitteellä viittaan suhteisiin opettajien ja lasten / nuorten välillä. Tutkimuskysymystäni,
millaiseksi opettajien ihmissuhteisiin perustuva moraali rakentuu uudelleenkerrottuna, tarkastelin
kahden alakysymyksen kautta. Ensin kuvasin, millaiseksi moraaliseksi horisontiksi rakentuu ihmissuhteisiin perustuva moraali opettajien narratiivisessa identiteetissä. Toiseksi tarkastelin sitä, millaiseksi ihmissuhteisiin perustuva moraali rakentuu kerrotuissa kasvatuskäytännöissä.
Osatutkimusten pohjalta muotoutui uudelleen kertomista ohjaavaksi lähtökohdaksi opettajien ihmissuhteisiin perustuva moraali eräänlaisena äidin kielenä. Feministinen tutkimus on osoittanut, että
identiteetit ovat sukupuolittuneita, ja että ihmissuhteisiin perustuvan moraalin historialliset ja kulttuuriset juuret nousevat länsimaissa äitiyden käytännöistä. Myös kieli on sukupuolittunutta. Tätä tutkimusta on innoittanut pyrkimys kuunnella äidin kielen hiljaisia ääniä, jotka jäävät helposti miehisen
isän kielen korkeamman yhteiskunnallisen statuksen alle ja kuulumattomiin.
Osatutkimuksissa sovellettiin narratiivis-biografista lähestymistapaa. Kertomukset valittiin laajemmasta aineistosta harkinnanvaraisesti ja niitä tarkasteltiin käytännön kielenä, moraalisina, moniäänisinä ja dialogisina. Analyyseissä pyrittiin kertomusten empaattiseen ja responsiiviseen
lukemiseen, ja niissä käytettiin erilaisia temaattisia ja narratiivisia menetelmiä.
Osatutkimusten uudelleenkerronnassa tulkitsin opettajien narratiivista identiteettiä kutsumuksen,
rakkauden, toivon, muutoksen ja ruumiillisuuden käsitteiden avulla. Moraalisessa horisontissa ne ilmenevät Toiseen suuntautumisena, jolloin korostuu lasten kuuleminen ja tulevaisuuteen kurottautuminen. Opettajat kertovat identiteettinsä ruumiillisuutensa kautta: erilaiset moraaliset kielet luovat
erilaisia odotuksia ja rajoituksia opettajan toiminnalle. Ristiriitojen keskellä muotoutuva moraalinen
horisontti rakentuu ristiriitaiseksi ja epäyhtenäiseksi. Opettaja joutuu valitsemaan, millaisia moraalisia ääniä hän voi ja haluaa kuunnella ja millaista moraalista kieltä käyttää. Kuuluvimmat äänet, jotka
kertomuksissa uhkasivat ihmissuhteisiin perustuvaa moraalia tulivat hallinnosta, sosiaali- ja koulutuspolitiikasta ja mediasta.
Ihmissuhteisiin perustuva moraali konkretisoituu kertomuksissa ruumiillisena työnä, jossa monet
hiljaiset äänet, kuten koskettaminen, hellyys ja läheisyys tulevat kuultaviksi. Ruumiinasennon käsitteen avulla kuvasin opettajien ruumiillisuuden moniäänisyyttä ja sitä, miten Toiseen suuntautuvia, ihmissuhteisiin perustuvan moraalin ruumiinasentoja voidaan helposti pitää ei-suotavina tai
vähäarvoisina.
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Kuva: Inkeri Karvonen

Minusta tuli opettaja. Tosin ilman karttakeppiä ja korkkiruuvikiharoita. (Helena)

Kuvatarina 1. Opettaja.

1 Introduction
This overview is about relational moral1 in teachers’2 stories. The concept of relational
moral refers to a moral that focuses on human relationships in teachers’ work, and my
main interest lies in the storied relationships between teachers and children or
adolescents3. During this process of research, I have become increasingly aware of the
gender-based quality of relational moral. The large majority of teachers are women, and
the 65 teachers’ stories I have analysed included only five stories told by men. By asking
what gender has to do with relational moral, I joined ranks with the researchers who have
postulated that gender constitutes an important distinction in language usage. (Belenky et
al. 1986, Burbules & Bruce 2001, 1108.)
I would hardly have felt inspired to undertake this research unless I had participated in
the research project ‘Teachers in Change – A Narrative-Biographical Approach on
Teachers’ Life and Work’ coordinated by professor Leena Syrjälä. The project was based
on the commitment that teachers’ opinions about many important issues in education are
not heard, although they have key roles in educational practice. While we were together
analyzing teachers’ life stories, we were surprised to find how much even young teachers
talked about love, caring and their close relationships with children and adolescents.

1. Hansen argues (2001, p. 827) for his decision to use the term ‘moral’ so cleverly that I cite him here to
explain my point in his words: ‘Making the use of the term, the moral, may be preferable to the term morality
in thinking about teaching. The latter word often conjures up images of a particular set of values embraced by
a particular group, community, or society. However, the idea of teaching as a moral endeavour points as much
to an orientation toward practice – to a way of perceiving the work and its significance – as it does to a
specific family of values’. Although my topic is a particular kind of moral, I would like to emphasise that an
individual teacher’s moral emerges from practice, which is a multi-voiced chorus of voices. The term ‘moral’
is hence an adequate concept for me.
2. I obtained my material for this study from teachers working in different educational institutions: day care
centres, primary schools and junior and senior secondary schools as well as in pre-service teacher education
programmes (II).
3. I chose to use the somewhat clumsy concept ‘children and adolescents’ instead of ‘pupils’ because I want to
underline the principle of relational moral to encounter the Other as a human being rather than a holder of a
social role. Below, I will mostly only talk about ‘children’, because most of the teachers in my study group
were teaching children aged under 16.
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Many of them also spoke about their vocation to teach. These stories seemed to make
more and more intriguing the question of what teachers’ stories tell us about work as a
moral activity in the interaction between teachers and children.
This overview is based on the underlying theoretical assumption that relational moral,
at its best, is a moral principle that guides the teacher to respond to the situation and needs
of each child or adolescent, to care and to assume responsibility (Gilligan 1982, Noddings
1984, Thayer-Bacon 1998). Relational moral cannot be learned as a set of rules or as a
discipline, as it is basically derived from experiential practical knowledge, which is nonlinear, not logically sequenced, contextual, personal, emotional and moral (Elbaz 1990,
19–25). Researchers should hence be cautious of evaluating educational practices without
taking into account their situational, historical, cultural and political contexts (Farley
1996, 89, 112–114). My basic application of Farley’s claim is to look at female gender as
a special ‘situational, historical, cultural and political context.’
By choosing to use the term ‘language of the mother’, I chose to become committed to
the approach that relational moral has developed in the Western countries historically
through the practices of women’s life. I chose a somewhat provocative term to celebrate
the women and men who have the courage to speak in the language of the mother4.
Although both my own personal experiences and research prove that there are many
(biological) men who have adopted relational moral as a moral voice as well as women
who do not seem to listen to that voice, I want to emphasize that, generally speaking, the
moral has two genders (Haug 1984). Since the voices of women still continue to be less
loud than the voices of men, the voices of relational moral easily go unheard.
To a reader who goes through the original papers in their chronological order, it is
probably apparent that the research project was a process where both the theoretical frame
and the ways of reading empirical material evolved along with the progress of research. A
discerning reader may detect conceptual variation and possibly even contradictions. In a
process of several years’ duration, however, I consider this only natural. Clifford Geertz’
(1995, 1–2) description of how both the object of research and the researcher constantly
change in anthropological work seemed quite familiar to me, too. As a researcher, I have
learned to tolerate changes in my own thinking and to accept the fact that the
phenomenon under study appears different after each change. If re-told now, the
participating teachers’ stories would probably also be different: life is full of surprises and
improvisation, while ‘constancy is an illusion’, concludes Mary Catherine Bateson (1990,
14).
Reading and discussing teachers’ stories together in the research group was also
interesting methodologically, as a given story occasionally gave rise to highly variable
interpretations, while at other times we reached almost complete consensus. The group
taught each of us to respect the potential of different interpretations and to be humble
about our own views. It also showed us that a researcher can never claim to own an idea.
Rather, each researcher assigns personal meanings, derived from his or her intentions, to
collectively produced ideas.
My research is based on a view of the narrative quality of human life (Bruner 1987).
By using the concept ‘stories’ in the title, I made a methodological commitment to the
domain of narrative research, where storytelling is considered ‘a natural way to recount
experience and a practical solution to a fundamental problem in life – the need to create a
4. Because I want to emphasize the moral as gendered I do not want to talk about the language of the parent,
although teacher research has been interested in comparing teaching to parenting (f.g. Sikes 1997).
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reasonable order out of experience’ (Gudmundsdottir 2001, 231). I hence assume that
stories are based on experiences and illustrate the cultural working habits and practices
that teachers observe in their life and work (Clandinin & Connelly 2000, Gudmundsdottir,
2001). Stories are not photographic copies of life because ‘life is never simply presented
by a text; it is always represented as something’ (Nussbaum 1990, 5). The life that
teachers live and the life they tell make up a hermeneutic circle where each influences the
other (Heikkinen 2001, 203–206).
When researchers analyze and re-tell teachers’ stories, they do so within the frame of
their own life stories. Therefore, they can never reproduce a teacher’s voice purely as it is,
but only as ventriloquation through a researcher’s voice (Granfelt 1998, 19, Wertsch 1991
59). Nor are the teachers’ stories authentic or pure voices in the sense of ‘what really
happened’. Teachers have told their stories in some special circumstances and for some
special purposes as one version of their lives.
This overview is an instance of re-storying5 of the substudies, and its focus could
probably best be understood as a social construction in my likeness, within which I
discuss with my substudies and the literature, rather than as an authentic analysis and
interpretation of teachers’ voices (cf. Granfelt 1998, 19, 44). Leslie Rebecca Bloom
(1998, 147) even suggests that it has been equally important for feminist researchers to
ask questions relevant to the participating women’s lives and to realize that ‘the questions
the researcher has about her life based on her “situation at hand” are valid questions for
framing the research project.’ This research can also be read as my identity story, where I
reflect on the moral questions relevant in my own life.
In this overview, I will discuss relational moral as part of narrative identity (Taylor
1989, 47–48) and as teaching practices (Hansen 1998). By applying Charles Taylor’s
approach to identity as a moral horizon, we can view relational moral as a moral horizon
or a standpoint from which teachers find their solutions concerning meaningful life by
trying to respond to children’s needs. According to Taylor, the moral horizon enables an
orientation towards goodness and provides an insight into the meaning of one’s life (pp.
47–48). In relational moral, the purpose of life comes about from one’s relations with
other people. The modern view of identity ignores this in its aim towards self-fulfilling,
autonomous individuals. Feminist researchers, however, have demonstrated that the
identity of an autonomous individual, especially a (white) male, fails to recognize the
different way of women to construct their identities as relational (cf. Gilligan 1982).
While discussing relational moral as practice in Chapter 6, I have applied especially
David T. Hansen’s (1998) ideas of teaching as a moral activity, in which the practice calls
teachers to act in certain ways. I further elaborate Hansen’s view by quoting research that
acknowledges the embodied nature of education and the consequent significance of the
gender perspective. I discuss the manifestation of relational moral as embodied practices
in teachers’ stories and the way in which they reflect the moral of practice, especially that
generated by women (Noddings 2001, 100).
Basing on the research questions of the substudies (appendix 1) I have formulated the
research questions as follows.

5. Hence I consider this overview an instance of reflective re-storying, I refer to the results of the substudies
almost from the beginning.
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How is the storied relational moral of teachers constructed when restoried?
1. What is relational moral like as a moral horizon in teachers’ narrative identity?
2. What is relational moral like as a storied embodied educational practice?
The first subquestion is based on the substudies I, II, III and IV and the second on the
substudies IV and V. Slightly different applications of narrative inquiry were used in each
substudy. The narrative-biographical approach was the general frame. We made various
efforts to elicit the speakers’ perspectives and to focus on listening empathetically to
different voices (Brown & Gilligan 1992, 21–31). In some form, thematic analysis is
present in all substudies, but in each substudy we applied slightly different ways to gain
deeper insight into the stories.
We used horizontal and vertical analysis in substudy I (Kelchtermans 1994). In
substudy II, I applied and a ‘voice-centered relational method’ (Mauthner-Doucet 1998).
In substudy III, we aimed to listen to the unarticulated voices and made an effort to
interpret metaphors (Rogers et al. 1999, Lakoff & Johnson 1999). In substudy IV, in
addition to the thematic analysis of stories, we used our own experiences and discussions
as a tool to reflect on teachers’ stories. In substudy V, I used ‘evocative anecdotes’ to
open a window into the research topic and as a method of re-storying (Weber 1993).
As an answer to the research question ‘What is relational moral like as a moral horizon
in teachers’ narrative identity?’ I propose that teachers construct their identities based on
the cultural narratives available about teachers. Some stories may be condensed into
metaphoric concepts, i.e. thick descriptions, which are stories in themselves. In my
research, ‘vocation’, ‘hope’ and ‘love’ were such concepts. Re-reading of old concepts
from the perspective of relational moral enabled a profound and extensive interpretation
of their Other-oriented meanings. In the Western culture, relational moral is considered to
be closely related to female gender: it was manifested as descriptions of everyday work in
the identity stories. It was evident that relational moral may easily go unrecognized and
be silenced by the authoritarian discourse that underlines objective, disembodied and
technical knowledge.
When addressing the second subquestion: ‘What is relational moral like as a storied
embodied educational practice?’ I focus on relational moral as embodied. Reading body
voices, we realized, for example, that the concept of ‘physical work’ can be reread in the
language of the mother. Relational moral in practice calls teachers to work in the position
of love, as I call the metaphoric and concrete way to work as a teacher.
I start by discussing central concepts and theoretical and methodological issues. In
chapter 4, I introduce the substudies. Chapter 5 describes relational moral as part of
teachers’ narrative identities. Chapter 6 discusses relational moral in storied embodied
practices. I conclude by presenting some evaluative comments and conclusions.

Kuva: Jukka Hämäläinen

Mä kiinnyn niihin lapsiin... ne on melkein kuin omia lapsia. Mä rakastun niihin lapsiin ja
menen ehkä liian lähellekin... Se on itselle raskasta (D4)

Kuvatarina 2. Rakkaus.

2 Relational moral as the language of the mother
2.1 The two moral languages
In their stories, teachers used many different expressions to describe their relations with
other people, especially children, adolescents, pupils or students. They spoke about love,
hope, vocation, caring and concern. The large number of these descriptions together with
their emotional undertones and verbal richness imply that relations with children
constitute an essential part of the moral dimensions of teachers’ work.
The term relational moral and its derivatives are often used in contexts where
researchers categorize ethics into two distinct approaches that speak different languages
(Elbaz-Luwisch et al. 2002, 214–215, Thayer-Bacon 1998, 81–113). Especially feminist
research has arrued that ethics of justice dates back to Kant. This ethic is called the
language of the father. This ethical code focuses on rules and abstractions, appeals to
loyalty, justice, obedience and honour and underlines the commitment to fulfil one’s
obligations (Farley 1996, 89).
The other end of the dichotomy is ethics of care, which speaks about and fosters
interpersonal relations, emotions and attitudes and constructs meanings in social
interactions (Elbaz-Luwisch et al. 2002, 214–215). Relational moral is based on the
Aristotelian ethics of virtue, which underlines the situational quality of moral decisions.
His concept ‘phronesis’ refers to knowledge based on situational assessments and
deliberation, in which the moral rules or principles do not indicate the right way to act.
(Silfverberg 1996, Tirri & Husu 2002).
Nel Noddings (1986, 498, 2001, 100) and Carol Gilligan (1982) claim that, although
ethics of caring is more likely to be female than male, this is only due to our cultural
presuppositions: ethics of caring has been limited to the intimacy of the family, privacy
and women’s life (Freedman 1987, 78). Biological gender has nothing to do with this
segmentation of ethics (Noddings 1986, 497–498). Many researchers (Bowden 1997,
Noddings 1984, Ruddick 1995, Vaughan 1997) point out that relational moral has
historically emerged from the practices of motherhood.
Similarly to Noddings (1986, 498), especially Ruddick (1995) has emphasized that
motherhood is historically and culturally constructed instead of being bound to biological
gender and the potential to give birth. The mother is the person who takes care of the
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infant, though in the Western countries this caregiver is, in most instances, the woman
who has given birth to the baby. Mothers inevitably learn that there is nothing they can do
except take care of the little baby and that it is no use to expect an immediate response of
gratitude from the baby for this care. Despite the mother’s best efforts, for example, the
baby may cry all the time (Ruddick 1995, 66–67, IV, 57). Motherhood is replete with
situations where rules do not apply and where one must use intuition and situational
insight. Research has shown that the everyday life of people working in jobs involving
interpersonal relations, such as teachers, is full of such unique moral challenges
(Silfverberg 1996, Tirri & Husu 2002). Since most of these jobs are held by women, who
have also been prepared for motherhood from early age, women find it easier to adopt
relational moral as part of their work.
Feminist-oriented research1 has described the dichotomous, gender-based nature of
moral. Frigga Haug (1984), in her paper titled ‘Morals also have two genders’, pointed
out that different moral qualities have been attributed to women and men throughout
history. Haug (1984, 52) quotes an old dictionary from the year 1818, according to which
‘women are the representatives of love, just as men are the representatives of law in its
most general sense.’ Haug maintains that this dichotomy is still valid: the woman’s
honour depends on how she experiences her body, while the man’s honour is related to his
career and money. Contemporary moral philosophy also mostly described attributes of
male moral, such as knowledge, reason, honesty and freedom.
Categorical dichotomies are artificial, and although they can be used as tools in
theoretical analyses, they fail to do justice to the fact that people’s moral choices are
never so black-and-white. Most of us speak both the language of the mother and the
language of the father. Our choice of language depends on many personal, situational and
cultural reasons. A gender-based dichotomy of moral, however, helps us to realize that
teachers must engage in dialogue between the different moral languages and decide which
voices they want to listen to in each situation (see also Elbaz-Luwisch et al. 2002, 214–
215).
Pat Sikes (1997, 66–67) pointed out that male teachers are presented as disciplinarian
fathers, who adhere to rules and principles and speak the ‘language of the father’, while
female teachers are regarded as caring persons, who are also more often expected to have
a maternal attitude towards their work than men. Our own study of the Finnish school
reform in teachers’ stories (III) indicated that the language which spoke about the real
problems of everyday life in the classroom was not heard in the tumult of the school
reform, and teachers chose various defensive discourses to counteract the administration.
Some teachers pointed out that, as the majority of teachers were female, they were
helpless in the face of administrative pressure (III, pp. 185–186).
It is important to acknowledge the historical roots of moral practices (Noddings 2001,
100), but it is equally important to realize that although, in Western societies, certain
activities are mostly done by biological women or biological men, there have always been
men and women who have transgressed the boundaries between the cultural categories of
male and female. In the course of this research, too, we encountered male teachers who
1. I frequently refer to feminist research as if it were a single monolithic way of thinking. There are, however,
different kinds of feminist research, even as far as ontological and epistemological premises are concerned.
The literature I have quoted is close to feminist standpoint research (= womens’ experiences as a source of
the knowledge) and postmodern research (= skeptic towards the idea of general or perfect truth) (Matero
1996, 265).
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spoke the language of the mother (II, 188–189). Such teachers, however, may feel the
cross-pressure of the cultural expectations that male teachers should speak the
stereotypical language of the father. In one study (Smedley & Pepperell 2000, 273) about
caring, the comments of male student teachers showed the difficulty of men to care. For
instance, they expressed concerns about physical contact with children. I am sure there
are also female teachers who do not act based on relational moral, but they are not
discussed here. Moreover, all of us, both male and female teachers, in single instances, act
differently from what we could be expected to act based on our moral horizon and what
we consider good.
In contemporary life, teachers share notably different practices and hence also hear
variable or even contradictory voices of what things are good and desirable. This was
obvious in Helena’s stories (IV). Similarly to Helena, many female teachers struggle
under the cross-pressures of conflicting interests. In the same way, many male teachers
(and men in general) are increasingly participating in child care and rearing equally with
the mothers. This was also done by Helena’s husband. These dialogues between different
moral voices are part of the everyday life of individual teachers and also serve to add
colour and to highlight various aspects in their life stories (Bateson 1990, Hänninen
1999).
In this research, dichotomies serve to remind us of the multitude of moral voices and
the problem that not all moral voices are heard in the same way, but inherent power
makes some of them louder than the others. Bakhtin (1981, 342) calls ‘the word of the
fathers’ authoritative discourse …that is felt to be hierarchically higher…It is a priori
discourse. It is therefore not a question of choosing it from other possible discourses that
are its equal. It is given (it sounds) in lofty spheres, not those in familiar contact.’
The seductive power of modern Western individualistic life has made me worry and
wonder if it is now easier for women to ignore the language of the mother and to adopt
aspects of the language of the father. If this is true, it means that the voices speaking in
the language of the mother are becoming more and more silent. For this reason, I find it
encouraging that there are men who choose the language of the mother and get involved
in maternal practices (see also Vaughan 1997, 28–29).
Despite the problems I have faced during this inquiry when talking about the language
of the father, I will continue to use the term for three reasons2. First, I want to point out
that many official and public practices have been historically occupied by men and
therefore speak the language of the father. I am talking about the historical and cultural
father, not about any biological father. Many women who live in the practices of men,
speak the language of the father, too.
Second, the sign of equality between the language of the father and the ethics of justice
and rules is only one possible way to define justice. I refer to one specific kind of justice,
which is based on efficiency and expediency. In this language of the father, justice is often
what Genevieve Vaughan (1998, 38) describes as follows: ‘The justice system is an
exchange based process through which those who have been injured can make the
perpetrators “pay back” for the harm they have done…We do not need justice, we need
kindness.’ The substudy III (p. 192) indicates that justice has various contents and, as part
of relational moral justice, also has the meaning of giving every child what s/he needs.
2. Some commentators have been worried that this overview is against fathers or does not appreciate them. That
is not my aim. Instead I want to emphasize that many elements which are part of the educational practice
have different meanings and different impacts in different languages.
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My point is not to disclaim the need for justice, but rather to point out that, from the
perspective of the teachers’ stories analyzed here, there are problems in the kind of justice
that focuses on rules and efficiency. I call this language the language of the father. Based
on the teachers’ stories, this language is most often spoken by the administration and the
media.
Thirdly, my research interest is in the language of the mother and I use the language of
the father as a general concept of another voice. My focus is not on all the other voices
available, although I occasionally describe the sources and contents of some of them.
Rather, I use the language of the father as a frame to emphasize the language of the
mother, which is not to say that we do not need the language of the father, too. We need
dialogue between them, also within my own mind and body.

2.2 Caring and love: words of relational moral
The term ‘relational’ moral basically refers to a moral that underscores the need to take
into account the Other (person), although many different concepts have been used to
describe this phenomenon. The theoretical definitions, however, share the features of
Other orientation, reciprocity and responsibility (see also Husu 2002, 38–43, 91–92).
The multitude of concepts used by teachers in their stories and researchers in the
literature is a natural consequence of the diversity and variety of the cultural attributes
applied to the phenomenon. After all, relational moral underlines the need to respond to
people and situations as something unique. The term moral, in turn, highlights the
practice orientation of moral and a specific family of values (Hansen 2001, 827). One
becomes a teacher by working as a teacher and by adopting the moral practices implicit in
teachers’ work, i.e. the moral language of teaching, as part of one’s own life story
(Hansen 1998, Taylor 1989,Yinger 1987).
In this connection, I will briefly outline relational moral based on two concepts: ‘care’
(I) and ‘love’ (IV). Relational moral is probably most often described by using derivatives
of the word ‘care’. ‘Caring’ and ‘ethics of care’ were especially advocated by the
pioneers of relational moral, Gilligan (1982) and Noddings (1984, 1992). Wendy Farley
(1996) used the concept ‘relational ethics’. Relational moral is also referred to in the
English language literature by such terms as ‘relational approach’ (Hansen 1998, 645),
‘caring orientation’ (Hargreaves 1998, 836), and ‘relational morality’ (McCadden 1998,
81–82). The term ‘relational knowing’ is also used to point out that human relationships
are central in teaching (Husu 2002, 38–45).
Gilligan (1982) is acknowledged as the pioneer in the research on ethics of care. She
demonstrated that the previous theories concerning the stages of moral development,
especially those proposed by Piaget and Kohlberg, fail to account for the way girls
approach moral problems. She showed that there is a type of moral reasoning whereby
decisions are made in response to the contemporary situation based on empathetic
understanding of other people’s needs.
Noddings (1984) further elaborated Gilligan’s findings, describing moral as an
encounter between two people. Caring is a special kind of relationship between the carer
and the one cared for, and a caring teacher can establish a caring relationship with
children in various situations. Recently, Noddings (2001, 99) has written about the caring
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teacher, emphasizing that caring is a way of being in the world. She also claims that ‘the
demands of caring may come into conflict with the current interest in professionalization,
and the historical association of caregiving with women may aggravate that conflict’
(Noddings 2001, 99). Although caring can be viewed as a virtue, the main focus is on the
relation, not merely on the virtuous carer (Noddings 2001, 100). For Noddings (2001,
100–101), a caring teacher ‘is someone who has demonstrated that she can establish,
more or less regularly, relations of care in a wide variety of situations’. By paying
attention to the relation, to the two parties and to the situation, it is easy to understand
that, even if a teacher fails to care in one situation, she may succeed in another.
Love is an old word, which has interested philosophers and common people since
ancient times. I chose love out of respect for Helena’s story (IV), Sara Ruddick’s
argumentation about love and maternal thinking as well as Martha Nussbaum’s (1990)
eloquent concept of love’s knowledge and her notion of love emerging from suffering.
She argues (Nussbaum 1990, 4) that love is a strange, unmanageable phenomenon, a form
of life and a source of illumination and confusion, agony and beauty. Helena’s story
echoes with Nussbaum and Ruddick as well as Lisa Goldstein (1997, 40), who writes
about love as a feeling of responsibility to love each child, although love does not always
happen spontaneously but requires a conscious effort.
In the Western culture, love is often divided into three types: agape, eros and filia, all
of which have also been discussed in the educational context. The type of love most
problematic for education has been eros, because the very word carries sexual undertones
and has been considered out of place in the school context. Recently, however, even eros
has been accepted as a topic in educational discussion. Alison Pryer (2001, 77–78) recalls
her own childhood memories and argues that teaching and learning are erotic acts,
because eros is a life force that consists of sensual desire and energy that flows from the
body towards the Other. Eros introduces into love all of its embodied elements, not only
sexual desire. Wendy Farley (1996, 74) titled her book ‘Eros for the Other. The Truth in a
Pluralistic World,’ and claimed that the truth must be erotic because reality is not thinglike. For Farley, the metaphor of eros is intended to capture some aspects of these
complexities of reality. For her, an encounter with an Other is not only a conceptual event,
but ‘to recognize the Other is to recognize the hunger. To recognize the Other is to give.’
Agape, which is often translated ‘charity’ (Paldanius 2002) consists of Other-oriented
love, i.e. altruistic service of others without expecting recompensation. Filia includes
personal commitment towards ideas, topics, thinking and intelligence, all necessary for a
teacher who wants to make her children love the subjects s/he is teaching.
One study on nursing concluded that charity is the moral foundation of nursing that is
manifested especially as caring (Paldanius 2002, 21–29). In agreement with this, I also
consider love a more comprehensive concept than caring, but as far as I can see, this kind
of love does not consist of merely agape type of love, but also involves filia and eros. It is
also essential to realize that love, as used here, is not an emotion but action. Love consists
of concretely encountering real people, helping and giving without expecting service in
return (Farley1996) as well as a passion for new things (Leggo 1996, Pryer 2001, Schwab
1978). Such love may appear self-sacrificing and involve a lot of suffering
(Nussbaum1990, 267–268), but eros, or passion, also brings a lot of energy, joy and
strength into love. Conceptualized in this way, love is action that involves contradictory
goals and diverse emotions, which can only be shown through the human body (Ruddick
1995, IV).
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In substudy IV, love was the concept we used in describing Helena’s moral horizon.
This love included elements of filia as a serious commitment to the content of teaching
and work in general. Helena’s story also spoke about agape: helping and supporting, and
there were many episodes about eros, passion, when Helena told about her work full of
embodied activities, senses and emotions.

Kuva: Jukka Hämäläinen

Siinä perkeleet vain lenteli – ja nyt hävettää. En kadu, että näytin suuttumukseni, mutta sitä kylläkin, että olin niin hillitön. Otan ensi tunnilla asian vielä
puheeksi. Täytyy kertoa kaikkien kuullen, kuinka paljon myös pidän heistä, sanoa kuinka raivostuttavan ihastuttavia he ovat piittaamattomuudessaan. (E 18)

Kuvatarina 3. Vihaa ja rakkautta.

3 Theoretical-methodological premises
3.1 Dialogical voices of the language of practice
The term language of practice evokes situations of real life where people act. For
example, we could think of a morning in a day care centre with the parents bringing in
their children. The parents do not behave haphazardly, but in accordance with a certain
cultural code. When I, at an earlier stage in my life, took my child to a Finnish day care
centre, I went inside and helped him to take off his coat and hat, and I knew that I could
even have entered other parts of the facility if I had so wished. When I took my child into
day care in Macedonia for a few months, I had to observe a different code: one of the
adults working in the day care centre came to meet me at the door and I ‘handed in’ my
child to her. The parents never entered the day care centre.
Yinger (1987, 295) pointed out that, similarly to a natural language, which has a set of
grammatical rules, the language of practice also includes a logic, a system of meanings
and guidelines for good practice. Johnson (1989) adopted from Yinger (1987) the term
‘language of practice’ to describe the complex matrix of educational practices. Johnson
(1987) was one of the first researchers who talked about practice as embodied. ‘The
language of practice metaphor, by emphasizing practice, stresses the central importance
of our embodiment in the meaning, conduct and understanding of that practice. Above all,
practice involves bodily perceptions, motor skills, action patterns and a spatio-temporal
orientation (Johnson 1987, 366). In the classroom1, embodied activities include many,
often unspoken, rules about how close to the children the teacher should go, where to
stand, how to move, what kind of atmosphere is good for learning or how to organize the
tables and chairs and the entire learning environment. These rules are related to the kind
or moral language spoken by the teachers and the definitions of good practice applied.
Teachers’ moral language cannot be understood merely by observing their actions or
the physical environment, because such observations may not necessarily reveal the
teacher’s personal intentions. When we see a teacher walking around among children, it
may still be difficult for us to know why she or he is doing that and what are his/her
1. By ‘classroom’, I refer to any place (a certain practice in space) where a teacher works with children in a day
care centre or school. In this sense, a classroom may be located outside a building.
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intentions. Research on moral, however, primarily aims to elucidate people’s intentions.
We therefore need spoken language as a mediating tool to describe teachers’ thoughts
because the language of practice is the language of activities framed by teachers’
intentions and emotions (Fenstermacher 1994, 39).
Narratives2 are one variety of the language of practice, because they are close to
human experiences (Clandinin & Connelly 2000, 18). When teachers describe episodes,
write diaries or tell stories about their work to themselves or to others (sometimes
including researchers), they also reveal something about their thoughts, intentions,
emotions and morals. They relate their experiences in the form of narratives and choose,
from among the many possibilities, a discourse that they can use to tell even about things
not always discussed consciously (Rogers et al. 1999).
‘Classrooms are places where many voices meet’, write Freema Elbaz-Luwisch, Torill
Moen and Sigrun Gudmundsdottir (2002, 197). They quote Mihail Bakhtin to support
their claim. Bakhtin’s thoughts help us to understand the multi-voiced quality of
narratives. For Bakhtin, voice is a general phenomenon of the speaking personality
(Wertsch 1991, 12–13). According to him, although a speaking personality always has a
voice, the voice only comes into existence in dialogue. Nicholas C. Burbules and Bertram
C. Bruce (2001, 1112) share Bahktin’s ideas about dialogue as a discursive practice. They
claim that dialogue is ‘a web of relations among multiple forms of communication,
human practices and mediating objects or texts’. Burbules and Bruce (2001, 1113)
emphasize that dialogues are tied to place and time and, what is even more interesting,
remind their readers of the significance of embodiment by pointing out that ‘every act of
dialogue is, in fact, embodied and situated.’
A person’s voice emerges and develops in the interaction between the person and the
material and mental atmosphere of her/his environment, and each voice carries different
tones of its history, culture, time and place. In this way, each utterance is multi-voiced.
‘The word in language is half someone else’s. It becomes one’s own when the speaker
populates it with his own intentions’ (Wertsch 1991, 59, citing Bakhtin).
Due to this multitude of voices, there is no one and only way to represent reality
(Wertsch 1991, 13–14). Teachers may tell different stories in different situations or vary
their ways of telling (Bloom 1998, 18, Clark 1991, 431). The structure and content of the
story are shaped by the cultural ways of telling. But at the same time, the ways of telling
also make some voices louder and some others quieter. According to Bakhtin, there does
not exist any general voice that could be ‘divorced from a specific saying’ (Bakhtin 1990,
xx–xxi). The fact that the stories analyzed in this research were produced (see Chapter
3.3., appendix 1) in different situations and for different purposes introduces a specific
richness of content and style, while each story also omits something.
Research on educational practices often refers to ‘voice’ to emphasize the informant’s
perspective (Elbaz-Luwisch et al. 2002, 199). Moreover, voice is frequently used in
efforts to make visible groups whose voices are not heard. Such discussions also touch on
the issue of power. Storytellers may sometimes choose their story to meet their listeners’
expectations, because not all voices are equally privileged on every occasion (Wertsch
2. The concepts ‘narrative’ and ‘story’ are used in very many different, both parallel and overlapping, ways.
While reviewing the literature, I have used the terms as suggested by the authors. In other connections, I have
used the classification proposed by Connelly and Clandinin (1997, 81–83), where ‘narrative’ is a generic
concept that covers the method, the methodology and the manner of telling, while ‘story’ is the story of an
individual teacher. The classification in the substudies, however, is not so clear-cut.
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1991, 13). For that reason not all voices are equally loud, either (Lather 1991, 43). This
was obvious in the substudies II and IV. In the former, student teachers apologized for
their hopeful and trustful attitude towards their future teacherhood. In the latter, different
and contradictory voices were audible in Helena’s autobiography, diary and interviews.
Both studies illuminate the fact that because not all voices have the same status or power,
teachers sometimes hesitate to listen to the voices that are not considered privileged, just
as Helena refused to listen to the warning voices of her body that suggested she should
slow down.
One might wonder why I chose the term ‘language’ instead of ‘voice’, although I have
talked more about voices in my substudies. I chose ‘language’ because I want to
emphasize the roots of these languages in social and cultural practices. Although the
concepts of ‘voice’ and ‘language’ often overlap, I use ‘voice’ especially when I refer to
‘speaking personalities’ as individuals or groups. (Wertsch 1991, 12–13, 52–59.)
My aim in the substudies was to listen to voices that often go unheard. I especially
focused on the relationship between two languages in the teachers’ stories: how does the
language of the mother enter into dialogue with other languages, especially the language
of the father. The underlying assumption was that the voices of teachers, children, women
and minorities have been silenced, while the voices of administration, media and
economy have been loud. In accordance with the prevailing business principles, education
is increasingly defined in terms of business-like effectiveness, although, according to
Daniel McLaughlin and William G. Tierney (1993, 3), it should rather be approached as ‘a
cacophony of voices mediated within different layers of reality and shaped by an
interaction of dominant and subordinate forms of power.’
The decision to listen to subdued voices involves an effort to enable subjugated groups
to make themselves heard. This is never fully possible in research, however, because the
researcher always intervenes between the story and the listener and modifies the stories in
view of her/his own intentions. For me as a researcher, this aim has meant a challenge to
be sensitive to the voices of the informant teachers and to avoid the risk of having the
most authoritative voices silence other voices (cf. Wertsch 1990, 78). As Jean Clandinin
and Michael Connelly have warned, when researchers try to capture the multiplicity of
reality, they need to consider both the audible and the inaudible voices. The silences, both
conscious and unconscious, are also recognized as manifestations of voice in research
texts. (Clandinin & Connelly 2000, 146.)

3.2 Ethical issues
Concerns about ethical issues have always been discussed by interpretative researchers
(Gudmundsdottir 2001, 237). The effort to take into account the polyphony of both the
study subjects’ and the researcher’s world has given rise to demands for dialogue even in
research. Elbaz-Luwisch (1997, pp. 75–78) suggests that narrative research is essentially
a moral rather than technical enterprise.
Gudmundsdottir (2001, 237) and Elbaz-Luwisch et al. (2002, 214–215) argue that
researchers are also in dialogue with the discourse of justice and the discourse of care.
Some researchers have linked the language of academia with the discourse of justice,
which speaks about general knowledge, disembodiment, rules and truth in the language of
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the father (Henry 2001, 67, Willis 2001, 44–45). As a researcher, I am a representative of
the academy, and my challenge has been to maintain dialogue with the voices of teachers
and, simultaneously, with the voices of the academy. Meetings with colleagues in
conferences and in our research project have kept me in touch with the voice of the
academy.
From time to time, as a researcher, I found myself struggling with a ‘doubly silenced’
problem: I was a woman researcher talking about the silenced story of relational voices in
the academia. But the work of our research group clearly indicated that the academic
discourse in a university is never a single-voiced discourse (see also Women in academia
1998). My colleagues have been a great source of help and support for me throughout this
project. During the project, we have also met face to face some teachers who have told us
their stories. These meetings have reminded me that my task is to re-tell teachers’ stories
by respecting their language.
I was impressed by Bloom’s (1998) book ‘Under the Sign of Hope. Feminist
Methodology and Narrative Interpretation’. Bloom’s book encouraged me to clarify my
own ethical aims for this research. She (Bloom 1998, 11, referring to Sidonie Smith 1993)
argues that she wants to write under the sign of hope instead of writing ‘under the sign of
death’ (the male need for immortality), ‘under the sign of desire’ (the male longing to
recapture what is lost) or ‘under the sign of anxiety’ (the female fear of future lost).
For Bloom, writing under the sign of hope is feminist work with narratives and
autobiographies, which can present a vision of the subject of the future, who is nonunitary and, ‘as such, is a symbol of hope for a better future of all women’ (Bloom 1998,
11). Bloom made me realize that I also want to adapt the narrative of hope and to write
under the sign of hope: to read teachers’ stories with an ‘empathetic gaze’ and with
commitment to Nodding’s argumentation that educational research can be considered a
moral challenge to be ‘for teaching’, not simply ‘on teaching’ (Noddings 1986, 506).
Since I also identify myself as a teacher, I have found it easy to understand teachers’
stories. I also shared many of the stories of motherhood and womanhood (IV).
Ethical issues pervade research down to its ontological, epistemological and
methodological premises. The basic ontological guideline of this research was the notion
of the fundamental quality of human relations. This notion is based on Gilligan’s (1982)
concept of relational ontology. Later, Barbara Thayer-Bacon (1998, 56–60), among
others, has pointed out that the first and most fundamental experience in human life is
related to another person, which means that it can be considered an ontological
foundation of existence. Relational ontology acknowledges the diversity of the world.
Different researchers approach this phenomenon with slightly different terminology, but
share a certain pragmatic perspective. Peter McLaren (1993, 137) talks about ‘border
writing’, by which he refers to narratives that do not seek a single truth but consider the
consequences, especially from the viewpoint of the weaker party. Farley (1996)
approaches truth as an ethical and pluralistic phenomenon. For her, truth is ‘Eros for the
Other’, i.e. a willingness to acknowledge the other creatures as unique. According to her,
it is important to give up the search for a single truth, because that suppresses discussion
and thereby promotes totalitarianism.
Feminist research has resisted the idea of a single truth by arguing that ‘feminist
research must answer the questions women have about their lives’ (Bloom 1998, 147).
This demand is based on the view that women’s experiences differ from men’s
experiences, and that the research questions are hence also formulated differently in
research focusing on women’s life. The present material allows us to hear teachers’ own
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questions because it consists of teachers’ personal narratives (see also Allport, 1942),
which, according to Bloom (1998, 147), provide material that makes it possible to explore
teachers’ personal experiences in historical, political, cultural and situational contexts.
According to Bloom (1998, 25–26), this means from the Bakhtinian perspective that
teachers’ stories provide a possibility to explore the dialogues between internally
persuasive discourses and authoritative discourses. The internally persuasive discourse ‘is
denied all privilege, backed up by no authority at all, and is frequently not even
acknowledged in society’ in contradiction to the authoritative discourse, which speaks the
language of the father, demanding that we acknowledge it and make it our own (Bakhtin,
1981/1990, 342).

3.3 Teachers’ stories and working with them
The material consisted of different stories (see appendix 1). Some of the stories were
drawn from the corpus of written life stories submitted to the project. There were also
oral life stories recorded by our students and ourselves during interviews. Thirdly, we
received teacher life stories from Suomalaisen Kirjallisuuden Seura (Finnish Literary
Society), which had been submitted to writing competitions and from which we chose the
ones that told about teachers’ lives and work. The material for three substudies (I, III and
IV) was obtained from these three sources. In substudy II, the material was produced
based on loosely defined assignments during three study modules. Some students wrote
long autobiographical essays, while some produced episodic reflections on what it meant
to hear or read teacher biographies and yet some others wrote fragmentary
autobiographical stories.
The material for substudy V was produced during a period of about three months by
early childhood teachers attending an in-service training course. The informants wrote
stories about their lives, starting with descriptions of some childhood experiences and
ending up with job descriptions. These stories can probably be considered the kind of
‘mini-stories’ of oneself that Paul Ricoeur talks about. Such mini-stories promote selfunderstanding and modify one’s view of oneself and the importance of things.
(Kaunismaa & Laitinen 1998, 192.)
Different numbers of teachers participated in the different substudies. Substudy IV is
about one teacher, Helena, who produced a written autobiography and a diary and with
whom we had two interviews, and many spontaneous and informal talks. At the other
extreme, in substudy II, the material consisted of the essays of 35 students.
Altogether 65 (including 35 student teachers) Finnish teachers’ stories were analyzed.
With the exception of five men, all the others were women. Apart from Helena (IV) and
Inkeri (I, III), all the other names are pseudonyms3. The youngest story-tellers were
around 20 years old and the oldest around 60. Although the teachers were working in
different parts of Finland, all had some connections to the northern part of the country.
Some had studied in the north, some had been born there, and yet some others had been
working there. Some had spent almost their entire lives in the north.
3. There happened to be two Kirstis, one in substudy III and the other in substudy VI. However, they are
different persons.
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In each substudy (see also appendix 1), we have presented the relevant information
about the teachers as far as we have had it. There are many things we do not know about
our informants. However, by reading ‘between the lines’ what the teachers tell about their
personal life, we have elicited quite a lot information. As it was already said, the typical
teller was a woman. Some of them were single, many of them married, some divorced,
some with big families, some politically active, some religious, some tired of their work,
some very enthusiastic. We had teachers from early childhood education, primary schools
and junior and senior secondary schools. Some principals also participated. All
informants volunteered to tell their stories and were probably persons who found it
rewarding to reflect on their lives by means of storytelling.
Researchers doing narrative research and working with stories must admit that there
are no ‘whole stories’. They must accept every story that has been told as important and
meaningful to the teller in the telling situation and, therefore, valuable. However, it makes
sense to argue that this overview has its roots in diverse stories, which enables the
researcher to describe how relational moral is expressed in teachers’ stories and to make
conclusions about their quality and contents.
The stories that were selected had a special interest from the viewpoint of research.
The aim was to select diverse, multi-voiced and contradictory stories, which would make
it possible to promote teacher identities as multi-voiced and non-unitary. Because I was
interested in silenced voices, it was important to select stories in which such voices could
be heard. The choice of stories for each substudy was a matter of discretion. Some stories
were more useful than others because they were more nuanced, more focused on the
research topic or otherwise attractive. In the beginning, I read through all the stories we
had collected up till then. That meant about one hundred autobiographies. Although I was
already interested as a researcher in teachers’ identities, the reading process caused me to
read the stories with special sensitivity to teachers’ language.
Behind the ‘objective’ research criteria, however, the reseacher’s personal motives,
emotions and morals also affect the research process (Erkkilä & Mäkelä 2002). Some
stories have attracted me more than the others and echoed with me more. From the very
beginning, my own position as a researcher, my own autobiographical story and my own
questions about life have had their impact on this research. For instance, since I have ten
years’ experience of educational administration I was, and still am, familiar with using
the language of the father.
The overview consists of five substudies. Each study had its own theme, but the
studies can be divided into two groups based on the research questions. The first group,
the substudies I, II, III and partly IV, discuss the way in which relational moral is
constructed as part of teachers’ narrative identity. The second group, the substudies IV
(partly) and V, touch on relational moral as embodied practice. The substudies are
interrelated: especially the ones that address narrative identity also refer to stories of the
practice of teaching, while the substudies on embodiment involve the view of the cultural
and historical quality of teaching and the construction of identity within the communally
established limits.
In the chapters 3.1. and 3.2., I discussed some general premises that have guided the
research process. Responsive listening with an empathetic gaze, listening to teachers’
language of practice and writing narratives of hope found slightly different practical
applications in each substudy.

36
Below, I will present summaries of the substudies in the order in which they were
written. For more detailed information, the reader is referred to the copies of the original
papers appended to this overview. The first summary (I) introduces the basic themes of
identity as a narrative-biographical process and a moral horizon and its connections to the
practice. In chapter 4.2. (II), I concentrate the student teachers’ efforts to adopt narratives
of hope.
The summary of substudy III is especially about the ways in which the teachers told
about the school reform. It promotes the idea that teachers’ language of practice is
different to the language of administration and often not heard or understood. The
summary of substudy IV presents love as work and action and teacher identity as
embodied and non-unitary. The summary of substudy V concentrates on the main
findings of body voices. I open the window to early childhood, to the practice in which
the body has an enormous impact and the period when the body is subjected to significant
cultural modifications. This presentation is factually an instance of re-storying, and for
that reason, I have quoted some literature not used in the original version, if necessary.

Kuva Jukka Hämäläinen

Mitä enemmän olen siellä luokassa, sitä enemmän minusta tuntuu, että tästä
voi tulle minulle kutsumus. (D4)

Kuvatarina 4. Kutsumus.

4 Presentation of substudies
4.1 A moral voice of vocation in teachers’ narratives
The paper titled ‘A moral voice of vocation in teachers’ narratives’ is the first paper I
wrote, and my co-authors were Raija Erkkilä and Leena Syrjälä. The paper explores
vocation as part of teachers’ identities on the one hand and its manifestations as caring in
teachers’ storied practice on the other.
The research questions were formulated as follows:
1. How does vocation come about and develop into a personal experience?
2. What is the content of vocation in teachers’ stories?
3. What do teachers’ stories say about the ways in which vocation is manifested in the
practice of teaching?
Our interest in vocation was aroused by the astonishing observation that teachers
talked about vocation in the first place. Even student teachers used this word, which we
considered old-fashioned and religious: ‘you need a kind of vocation’, many of them said
to us in class.
We were encouraged by Hansen (1994, 261), who pointed out that, by revitalizing the
idiom of vocation, we can find ways to describe what teachers do. We adopted Hansen’s
(1994) view that vocation is a moral commitment to work that includes two dimensions: a
sense of serving others and satisfaction derived by the person from his or her work. For
us, ‘commitment to a certain way of life’ is parallel to Taylor’s concept of identity (Taylor
1989) as a moral horizon, a position from which a teacher views the world and which
gives a meaning to teaching and makes it possible to combine personal, cultural and
historical elements. This is because Taylor emphasizes that identity construction is a
continuous process in which personal identity is shaped by the culture and the
community.
Having discovered a connection between Hansen’s view of vocation as service of
others and a source of personal satisfaction and Taylor’s view of identity as a moral
horizon, we decided that, if teachers talk about vocation, we would like to find out what it
means to them in their view of life in general and in their practice of teaching in
particular. We decided to focus on three topics: first, how does vocation come about and
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develop into a personal experience, second, what is the content of vocation in teachers’
stories, and third, what do teachers’ stories say about the ways in which vocation is
manifested in the practice of teaching?
We realized that each one of us had encountered an unforgettable teacher in our own
subprojects and considered it interesting to analyze these stories for the presence of
vocation. Two of the teachers, Inkeri and Tiina, used the concept vocation, while Kaija
talked about a duty assigned to her. They were teachers who had life philosophies of their
own and a strong commitment to teaching.
This analysis can be considered a re-interpretation or a revisited version in the
hermeneutic process of interpretation (Kelchtermans 1996). We utilized the resources of
three researchers by having each of us read and analyze each story. This enabled us to
constantly discuss the material as a concrete way of listening responsively and to validate
the process of research and the interpretations, which are hence not mere personal views
of a single researcher.
The analysis was carried out in three phases. We first listened to the plot of the story
(Brown & Gilligan 1992). The second analysis focused on the content of vocation. The
third analysis concentrated on what the stories said about the manifestations of vocation
in everyday teaching as a language of practice. We thematized the descriptions into a
description of the ethics of caring and concluded our analysis from this perspective.
We classified three different ways of telling about vocation: silent, unarticulated
vocation, many vocations and on the way to vocation. The analysis convinced us that
teaching as a vocation neither implies an inborn ability to accomplish a specific task nor
is something self-evident. Rather, one gradually develops a sense of vocation, often
through highly strenuous and contradictory life experiences. Vocation is a personal
commitment to work and hence only understandable as part of each teacher’s personal life
story. In all three cases, vocation manifested and developed in the educational practice.
Based on Inkeri’s story, it seems that even when the sense of vocation is said to emerge
from childhood, the educational practice makes it flourish.
In the stories, the desire to serve others culminated in a desire to build a better world to
defend the defenceless. These stories provide conclusive evidence of the political quality
of teaching (see also van Manen 1991, 211–218). The stories of a desire to serve others
and thereby to build a better world found their concrete manifestation in Kaija’s, Inkeri’s
and Tiina’s ways of talking about their efforts to help children and thus to work for the
future by acting ‘here and now’, intimately and locally.
There is no general model of service in teaching that could be implemented
impersonally or publicly. The desire to help and to orient towards the future obliged
Kaija, Inkeri and Tiina to show both emotional and moral commitment to teaching in a
personally significant way. These efforts acquire a deeper meaning against the
background of each individual life story. Inkeri wanted to encourage children to
overcome their fears, Tiina to prevent marginalization and Kaija to support everyone to
find their own values and life philosophy.
Based on Kaija’s, Inkeri’s and Tiina’s experiences as teachers, the personal dimension
of vocation was a source of rewarding experiences. Their stories implied that the joy of
working is related to a desire to do things well and even better.
The personal dimension of vocation turned out to be very close to the joy of working,
which is a dynamic construct also connected with societal development (Hansen 1995,
Huebner 1987, van Manen 1991). The joy of working is threatened by many things,
including strict budgets, the closure of small schools and the changing principles of
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education. Teachers have to choose the voices they want to listen to. Listening to the
voices of children may occasionally be very hard and cause more anxiety than joy, and it
may also oblige teachers to do things they would rather not do. Inkeri, for example, felt
obliged to get involved in municipal decision-making. The pleasure of working is not
self-evident, but definitely an essential part of vocation.
Since the core content of vocation was related to serving others, it is natural to assume
that service involves a relationship similar to the ethics of caring manifested in the
relations between a teacher and children (Elbaz 1992, Hargreaves & Goodson 1996,
Noddings 1992, Webb & Blond 1995).
Many similarities emerged regarding the aspect of caring when Kaija, Inkeri and Tiina
discussed their work as a teacher. While talking about the teacher–pupil relationship, the
narrators highlighted the need to see each child as a unique individual, to listen to
children and engage in dialogue with them and to prioritize children and feel concern for
them. The sense of concern for children is related to Appleton’s (1990, 85) argument that
human care is a way of being concerned for oneself and others.
Despite the shared features described above, each of the three teachers also voiced her
own personal interpretation of caring. The variation in their personal interpretations was
particularly evident in their discussion of curriculum planning. The teachers combined the
service of others and the matters and principles they considered important into a kind of
narrative curriculum, about which they wanted to tell the children and adolescents
(Gudmundsdottir 1991). Moral education was Kaija’s core story, while Inkeri constructed
her curriculum around literature (a subject which was not part of the official core
curriculum at all). Tiina noticed that teaching math is actually a way to educate children
and also to talk about the meaningful questions of life philosophy.
We concluded that vocation can be approached as a metaphor of how teachers listen to
and hear the most crucial elements of teaching. We called vocation a moral voice in the
teacher’s identity: it tells us something about the way in which teachers approach
teaching.
Teachers’ vocation has multiple voices. It is intricately intertwined with each teacher’s
view of life, while it simultaneously also echoes the tradition of education, which varies
in different social, cultural and historical contexts. In the most unfortunate instance, the
teacher may lose his or her vocation. As the stories told by Kaija, Inkeri and Tiina
indicated, work as vocation does not spare one from difficulties, and each teacher is
bound to face situations where the only question is: Is my vocation enough? Vocation is
never self-evident, but may miraculously persist even amidst trials.

4.2 Hope as work – student teachers constructing their narrative
identities
The second substudy ‘Hope as work – student teachers constructing their narrative
identities’ is also about moral dimensions as part of narrative identity. By analyzing
student teachers’ stories, I searched for an answer to the question of how student teachers
construct their teacher identities from the perspective of hope?
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The inquiry was based on 35 essays written by students during three narrativebiographical research courses, where the students either told their own autobiographical
stories or retold teachers’ autobiographies with reflections on their own experiences. The
35 essays that were chosen included stories of male and female students attending the
early childhood and class teacher programmes (33 females, 2 males) with an age range of
20–50 years. One insight derived from this inquiry was that student teachers were touched
by older teachers’ stories. In their essays and joint discussions, they eagerly discussed
what it means to be a teacher and what kind of teachers they wanted to become.
In agreement with Taylor (1989), I consider teacher education a narrative process,
during which each student teacher constructs his or her own teacher identity as a moral
horizon. Taylor (1989, 29–37) claims that the basic moral orientation, strong evaluations,
becomes adopted through the language of practice prevalent in early childhood in the
relationships between the child and her/his parents and other significant adults. This
means that when student teachers begin to study in the teacher education programme,
they already have these basic commitments and identifications, based on which each
student can try to determine what is good or valuable and what is not.
I defined identity construction as a complicated, never-ending, sense-making process
of interaction between the student as a person and the social, cultural and historical
context (Jenkins 1996, Laitinen 2002, Taylor 1989). For this definition, I received support
from Ricoeur (1984), who argues that narrative identity is a told and retold story, in which
the life and the story told about it interact in a hermeneutic circle. Ricoeur’s theory makes
it possible to connect one’s own personal horizon with other – in this case professionally
inspired – moral principles as well as to include contradictory elements within one’s
identity. Ricoeur (1984, 71–74) himself uses the term ‘discordant concordance’ to refer to
an individual’s constructed narrative identity as a process in which the sense of change
and the sence of sameness are simultaneously present.
Methodologically, I aimed to be sensitive to the multi-voiced nature of the stories.
Students are in a situation where they hear stories of teacherhood and may, within certain
limits, choose the voices they want to listen to in these stories. I compare this process to
the phenomenon of ‘ventriloquism’, i.e. the process whereby one voice speaks through
another (Wertsch 1991, 59, citing Bakhtin).
Getting involved in teachers’ narratives is a complicated process, because there is no
single uniform narrative about teachers’ work and teaching. Teacher education in itself
echoes many different stories and voices from teacher seminars and the university, while
student teachers’ own stories about teachers echo their personal experiences as pupils.
And last but not least, there is also the media-based ‘public story’ about teachers, which
similarly has an impact on student teachers. However, different practices often sound
more univocal than they actually are, because some voices are simply more powerful than
others and therefore more easily heard (Wertsch 1991, 13). Teachers’ own voices have
often been low and sometimes even silenced, while the voices of educational
administrators have been loud. (Elbaz-Luwisch 1993, 19). Also, researchers who turn
teachers’ knowledge into the researchers’ knowledge sometimes silence the voice of the
teachers (Elbaz 1992, 422).
I noticed that student teachers often used such expressions as: ‘I hope’, ‘I want’, ‘my
hope’, which encouraged me to find out what has been said about hope in the literature.
After quite a long process of reading stories (II, pp. 12–13), I conceptualized hope as a
future orientation based on the postulates of some phenomenological researchers
(Kotkavirta 2000) and educational scientists (Elbaz 1992, Hansen 1995 Husu, 2000, van
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Manen 1991). I was also inspired by the argumentations that teaching is a moral
endeavour because it is guided by teachers’ ideals and aims to broaden pupils’ horizons
and is, therefore, a future-oriented practice (Hansen 1998, 648, Hansen 2001b, 43).
I differentiated hope from cognitive evaluation of probabilities and considered it a
moral way to act (Lagerspetz 1998). Ruddick’s (1995) notion of mothering as work had a
significant impact on my approach of considering hope an Other-oriented practice for the
future (Elbaz 1992, Collinson et al. 1999, Goldstein 1997, Noddings 1984, 1992).
In five phase analyzes based on the voice-centred relational method (Mauthner &
Doucet 1998), I distinguished two main areas of hope: the relationship between teachers
and children and teachers’ personal relationship with their work. For Max van Manen,
‘trustful hope’ (1991, 68) is such a profound part of teachers’ work that it even
differentiates between a pedagogical and a non-pedagogical life. Van Manen asks (1991,
68): ‘Or is it pedagogy that helps us to understand the significance of hope?’ My question
was a continuation to van Manen’s question: Is studying teaching also a process of
adopting narratives of hope?
I identified three core concepts that seemed to be meaningful for identity construction
in terms of hope as work: trust, protection and change. These three elements constantly
interact with each other and are often indistinguishable.
Quoting van Manen (1991, 5–7), I called the ‘in loco parentis’ relationship the Other
orientation. It was present in the student teachers’ stories and combined trust, protection
and change into active work with hope. ‘Within a short and busy period, I want to become
both a mother and a father figure that these kids from such different backgrounds can
really trust. I know this may prove to be emotionally challenging, but it could also be very
rewarding’, wrote Jussi, a male student teacher. The quotation is a concrete example of
the trustful and protective relations between teachers and children that student teachers
envisioned as their ideal teacher identity in the future.
I labelled as protective hopefulness another episode in which Jussi discussed the
responsibility to protect children from traumatic experiences, such as bullying. Protective
hope highlights the importance of trustful relations and also the readiness for change.
Change is part of hope because, if a teacher acts with hope, she or he will soon realize
that both the children and the teacher him- or herself change all the time. And not only do
the children change, but often also their life situations. Protection in teachers’ work
comes close to Ruddick’s (1995) argument that protection is an important aspect of
mothering, including the notion of providing children with an environment and a set of
circumstances that will allow them to grow up safely.
The main question of hope as work is not how you feel but what you do. One student
wrote that she sometimes feels she has to force herself to work in a way that she knows is
right – sometimes going against what she would do if she were to follow her feelings and
attitudes. Implicitly, this student teacher felt that she needed to aim at a good future for
the child. When teachers maintain hope in their work, they aim at doing good in the
Aristotelian sense of ethics of virtue (cf. Silfverberg 1996). Hope in loco parentis evolves
from the practice and is therefore sensitive to the uniqueness of situations and, from the
teacher’s perspective, a matter of responsibility (see also van Manen 1991, 8).
It was a big surprise to me that student teachers were so apologetic about adopting
hope as part of their narrative identities. There were two challengers for hope: the
academic world and the educational and social policies. It seemed that the academic
world and the administration do not appreciate hope in the sense in which teachers adopt
it. Teachers’ hope is closer to the language of the mother in its tendency to look forward
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to a future even when there is no ‘logical reason’ for it (see also Bloom 1998, 11). As one
student teacher put it: ‘I know my dream sounds idealistic, but I do not want to lose my
hope.’
The inquiry showed that students aspire to incorporate hope as part of their teacher
identities. Hope may nurture the motivation to do one’s best and to act in even uncertain
situations. Hope is a catalytic trigger of action, and student teachers therefore need all
available support for incorporating hope in their identity construction. Student teachers
were able to hear voices that have often gone unheard in educational research. The power
of (auto)biographical stories lies in their ability to make the moral dimensions of
teachers’ identities visible. The results also challenge teacher educators and
administrators of education to support student teachers to keep up their prospects of hope.

4.3 Whose reform? Teachers’ voices from silence
The paper title ‘Whose reform – teachers’ voices from silence’ was written by me and
Leena Syrjälä. As research questions we asked:
1. How do Finnish teachers describe school reforms and changes in the classroom?
2. How do teachers ‘translate’ the moral language of administration into their own
language of teachers?
We were astonished at how little these teachers talked about the comprehensive school
reform or any other school reform. Instead, they described, emotionally and
argumentatively and in detail, changes at the classroom level instigated by factors other
than administrative reforms, sometimes with a sense of discordance and disappointment,
sometimes with fervour and enthusiasm, as if the rhythm of their narrative were reflecting
the variable rhythm of everyday teaching (Connelly et al. 1997).
We used the comprehensive school reform implemented in Finland as an example of
school reform. We picked out stories in which the teachers even briefly described the
comprehensive school reform. As a result, we had 18 stories, 2 by men and 16 by women.
We used ‘voice’ as a metaphor applicable to the teachers who implemented the
comprehensive school reform and brought it up in their discourse. We were especially
intrigued by the idea of silence and inaudible voice. In our analysis, we were helped by
Donald Freeman’s (1994) argumentation that researchers should analyze language as
socially constructed discourse. The substance of teachers’ stories is shaped by the way in
which they are told. Freeman suggests that, apart from assuming teachers’ knowledge to
be evident in the language they use, we should pay more attention to how data are
presented in language. (Freeman 1994, p 83). The paper of Annie Rogers et al. (1999)
helped us to read the stories in a way that brought us closer to topics that are difficult to
talk about or hard to identify. We paid attention to metaphors, which may explicate
something that is otherwise unsayable. Teachers described themselves as runners with
‘muscles full of lactic acid’ or as a choir who ‘sang to the conductor’s cue’, while one
teacher said she ‘felt completely bogged down by the formal teaching methods.’
The analysis proceeded in three phases. Firstly, we read the stories from the viewpoint
of the transitions in the school reform. Secondly, we identified the themes discussed by
the teachers in their narratives. Thirdly, we applied the ideas of Freeman and Rogers et al.
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to our analysis of the teachers’ stories about the school reform. We used two contexts as
reference and background for individual episodes or descriptions: the official narrative of
the comprehensive school reform and the individual narrator’s own story. In this way, we
ensured that both types of discourse were covered in the analysis.
Many teachers’ stories about the comprehensive school reform commented on the
public discourse. The reform was approached from three perspectives. Firstly, there was
discourse about the goals and objectives of comprehensive school. Secondly, there were
stories about the belief that in-service education could serve as a tool for implementing
the reform. Thirdly, there were descriptions about the changes in the substance and
methods of instruction, which were expected to establish the reform in the classrooms.
When seen through teachers’ eyes, the reform was far from simple. The administrative
practice and its moral language could not be directly translated into the language of
practical instruction, where different moral rules prevail (Silfverberg 1996). Some
teachers still described vividly how the structural reform promoted by administrative
discourse was partly a terminological reform. ‘Discipline’ was replaced by ‘optimal
working conditions’ and ‘class schedule’ by ‘work plan’. Even ‘school’, was replaced by
junior and senior ‘levels’. For us, these comments tell about teachers’ concerns of what
they were and what they were expected to be, and possibly also whether school life, in the
long run, would really be transformed into a technical performance (Hargreaves 1997).
Five discourses were identified: silence, irony, submission, active resistance and
opportunities. Rogers et al. (1999, 88–89) argue that the discourse of silence is the most
elusive language of the unsayable. Many teachers did not even mention the
comprehensive school reform. By their silence, these speakers made their interlocutor, in
this case the public discourse, poignantly aware of their refusal to listen to the
interlocutor’s voice. In some stories, complete silence was punctuated by a single brief
remark: ‘there was the comprehensive school reform’, but such a comment was
comparable to silence in that the speaker never went on to elaborate this comment, but
moved on to another topic.
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 an issue related to power (Lather 1991,
Wertsch 1990). Could we even postulate that the voices of teachers are voices of women,
which are intentionally not heard or understood. Berit Ås (2000) argued that one way of
oppression is the practice of making women invisible. The voice of someone who is
invisible is certainly not very loud.
The other ways, irony, submission and active resistance, made us convinced that the
comprehensive school reform was a one-way message to the teachers, whose voices were
not heard. And although the picture was not totally black and there were voices of the
opportunities to respond to the reform, the main message of the teachers’ stories was that
they were forced to apply different reactive and defensive discourses. For instance, the
reform used advertising rhetoric supported by the media, in which teachers were
presented as technicians or even as non-professionals who did not understand or know
anything about education.
Although there was general agreement among teachers about the educational policy of
equality in education, this principle implies different things in the administration and in
the classroom. As far as the rhetoric advocated equal opportunities for education
regardless of the parents’ place of residence, economic status or education, teachers
agreed with it. But as soon as the rhetoric began to claim that ‘everyone can learn
everything’, teachers realized that the claims were out of touch with reality. The concepts
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of justice and equality had different meanings for teachers and administrators. But
because the reform gave better resources and freedom, many teachers recall that, after the
chaotic beginning, ‘the situation at school was ideal. The group size became
smaller…you got to know each pupil personally.’ The importance of close teacher–pupil
relations became evident, and teachers had better possibilities to respond to the needs of
individual children.
Teachers’ stories included voices of opportunities, especially in the episodes connected
with the life in the classroom, and they motivated teachers to develop their work. The
voices were heard from several directions: in-service education or the media sometimes
gave a stimulus, while some teachers felt a desperate personal desire for change because
of the children or their own aspirations. It is no wonder that many teachers wrote about
accomplishing changes in their classrooms that were only later introduced into the official
discourse. Some teachers made these changes almost secretly and with some hesitation on
the part of the parents as well. Hauling the teacher’s desk down from the podium and later
removing the whole podium from the classroom made the school inspector suspicious and
inquisitive.
The commitment discourse was used when teachers talked about changes in their
classrooms in the language of relationships. The way of presenting the changes made in
the classroom was part of the discourse of commitment and differed from the ways of
presenting the official school reform. Their language presented changes as connected with
relationships and emotions. The changes in the classroom were sometimes related to
reforms, but they were always filtered through the teacher’s own identity and moral
horizon (Taylor 1989). Our analysis of the ways in which teachers talked about the
comprehensive school reform on the one hand and about the changes in the classroom on
the other confirmed our preliminary hypothesis that school reforms are, in many respects,
grounded in a different moral language compared to changes in the classroom. Efforts are
needed to make the language of the classroom audible.

4.4 Love, body and change – a teacher’s narrative reflections
The fourth paper, ‘Love, body and change – a teacher’s narrative reflections’, was written
by me and Leena Syrjälä. We were interested in how can different stories be used as
reflective tools, and what and how they tell about love. The reseach questions were:
1. How does love emerge and become manifested in Helena’ autobiography?
2. How does Helena write about love as an embodied practice in her diary?
3. How do love and change intertwine at the classroom level in Helena’s interviews?
My work with Helena was the longest and most intensive period in this research. I met
many of the teachers in the project, but I knew Helena from various other contexts, too. I
knew her before the project, and we still see each other occasionally. Leena also knew
Helena before we started. We gave two conference presentations based on Helena’s story
before publishing this paper. From that perspective, the paper is one story in a
hermeneutic circle of interpretations (Kelchtermans 1996).
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During the project, we noticed that many teachers used the word ‘love’ when talking
about relational ethics. One of them was Helena. Despite the difficulties of defining what
love is (Goldstein 1997, 78) and how to study it, we wanted to respect Helena’s personal
language and decided to focus on love. In our effort, Ruddick (1995) helped us to
consider love as work, as doing, in which maternal practices promote a special way of
thinking and knowledge. We were also encouraged by Elbaz (1992, 423), who argues that
educational research needs a new language and new conceptual categories to support the
new ways of talking about teachers’ work and thought. We decided to read different
narratives about Helena and to consider them as reflective tools in our efforts to gain
some insight into Helena’s language of love.
Our approach to reflection was narrative-biographical and moral. Teachers reflect by
telling stories (Bleakley 2000, Heikkinen 2001, Pritzker 2001), which means that storytelling is a (reflecting) meaning-making process, and telling thus always has a moral
foundation and moral implications (Korthagen 2000, 55). We considered reflection
basically a process of involving the future, present and past in interaction: the road is
equally important as the destination (Melucci 1996, 4). For us, Helena’s reflections were a
way to find out about the road: where she is coming from, where she is now and where
she is going. From the narrative-biographical perspective, Helena’s language of love does
not refer to a static thing but to a process that changes in the course of life.
In Helena’s autobiography, we discovered three critical phases at which love was
manifested in her moral horizon: to learn to love by being loved, to learn to love pupils
and love as struggle. Love1 turned out to be a conflict-sensitive way of acting, and Helena
herself said that the biggest trials in her life had been related to love. Helena’s story
reminded us of Taylor’s (1989, 27–29) claim that the vital source of strength is
simultaneously the basic cause of concerns and identity crises. The multi-voiced chorus
underlying Helena’s identity caused her to feel as if she were on the verge of losing her
sense of who she should be and would like to be.
Helena’s diary was the first narrative that opened my eyes to the importance of the
body when talking about relational moral and teachers’ work in general. At first, this
finding was confusing rather than liberating, and I had several discussions with my coauthor, Leena, before she was ready to accept my argumentation that moral comes true by
acting: through the body. Simultaneously, I read other stories together with Freema
(Estola & Elbaz-Luwisch 2002), which further promoted the idea of interpreting Helena’s
diary from the perspective of the body. The bodily aspects of Helena’s diaries indicate
that reflection consists of holistic thinking, which should pay due attention to all modes of
knowing, including bodily knowledge. In the diary, we first identified embodied love as
interaction with children, including positive actions, such as hugging and touching, as
well as negative actions, such as shouting and looking irritated. The moral dimension of
work emerges in concrete situations, often in a turmoil of complicated emotional, moral
and bodily feelings (Boler 1999). Embodied love of oneself was about Helena’s relation
with herself. It was a surprise to us that the diary and the autobiography told different
stories about Helena’s teacher identity. In her diary, Helena lived through a kind of

1. Love is, indeed, coming into focus in teacher research. Pryer (2000) recalls that her love of ballet grew out of
profound love of her ballet teacher, who passionately loved dance. Schwab uses the concept ‘eros’ to describe
teachers’ passion towards their work. Accordingly to Bleakley (2000, 20), on the other hand, oppression of
eroticism is typical of ‘patriarchal’ educational practices.

47
identity crisis as to what kind of somebody she would like to be as a teacher. Helena
reflected on how her body, which demanded her to slow down at the same time as she, on
the other hand, heard the parents’ voices that Helena should be healthy.
Lyn Brown and Carol Gilligan (1992, 21–22) point out that ‘the dominant voice in the
field of education has been oracular, disembodied, seemingly objective and
dispassionate… a story about separation.’ Yet there is, as Brown and Gilligan (1992, 22)
argue, other voices by women and girls speaking about relationships. This is the content
of Helena’s diaries: a narrative of relationships with inherent closeness and contact, not
only with the children but also with herself. The story of embodiment that was
contradictory and did not allow the body to be controlled, but was still an important tool
for showing love.
The interviews clearly established change as an essential aspect of Helena’s teacher
identity and showed her teaching to be subject to many contextual voices, in the middle of
which she tried to put her love into practice. Helena compared the curriculum to ‘writing
history’, and it was obvious that this history was grounded on Helena’s moral horizon and
the children’s needs. Voices from these two different sources caused the most serious
conflicts, because there were many contradictory but equally appealing demands, and the
curriculum story was a compromise between Helena’s own interests and her
interpretations about the children’s needs, wishes and interests. She reflected on the
changes in her classroom in terms of time and power. Instead of time as a controlling
routine, Helena aimed at ‘interior time’ (Melucci 1996, 149) or, in her own words, ‘a
natural working rhythm’ and ‘passion’. In her own role, Helena was very aware of her
power in the classroom. The teacher is the ‘primus motor’ in the classroom, she said.
This paper revealed a few interesting points concerning the narrative methodology.
Researchers can only save some fragments of the process of change. As Helena herself
said, the autobiography she told was ‘the truth today’. It is obvious that narrative identity
is a process. Although, in the period of life covered here, love turned out to be the loudest
voice in Helena’s moral horizon, it is impossible to predict what choices Helena will
make in the future. The paper suggests that there could be some other solutions as well.
And finally, the inquiry pointed out that different ways of storytelling can be used as
reflective tools of different strength.

4.5 The body in early childhood. Teachers’ stories
The fifth substudy2 is about the body3 in the stories of early childhood education
teachers. My research question was: What is the embodied character of education in day
care centres?
After I had discovered the body in the stories, the body was suddenly everywhere. I am
convinced that my own experiences of living in a country where I could not understand
the official languages made me sensitive to other ways of knowing. It was in Israel in
Haifa, where I became fascinated by Ian Burkitt’s (1999) book ‘Bodies of Thought.
2. The title of the book has been changed from the original by the full stop inserted at the editorial stage. The
mistake is both interesting and revealing. ’Body in early childhood. Teachers’ Stories,’ probably reflects two
things. First, the proof-reader was not familiar with the term ‘early childhood teacher’. Secondly, s/he was
not familiar with the idea of reading about the body in stories, either.
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Embodiment, Identity and Modernity’, in which he argues that people are not only
constructs in discourses, but that an individual’s realization of who s/he is depends on
bodily presence.
I based my reading on the phenomenological understanding of the body. The mindbody split of Cartesian dualism made the body subordinate to the mind and interesting
only as an object of the mind, subjective and individual. Postmodern philosophy, in turn,
has reduced bodies to discourses. The phenomenological view of the body promotes the
idea, that we cannot separate our bodies from our minds: there does not exist any ‘natural’
body, though on the other hand, there does not exist a person without a body, either. A
teacher is a person with her or his body and part of the cultural, political, historical
contexts in which s/he lives. (Burkitt 1999, Grosz 1994.)
I analyzed 17 stories told by eight early childhood teachers. The stories were originally
collected during an in-service education course arranged for other purposes, and the
topics of the stories did not focus on the body. This inquiry was a re-interpretation, and at
the first sight, it was obvious that some episodes involved frequent and explicit references
to the body, whereas some other references were more implicit. For this reason, I applied
the ideas of George Lakoff and Mark Johnson (1999) and Mark Johnson (1987), who
suggest that metaphors explicate the embodied quality of thinking and hence refer to
acting and practice. My analysis was guided by two main questions: what was told about
the body and how it was told? I applied Sandra Weber’s (1993) idea about ‘evocative
anecdotes’, which she considers an excellent way to describe teachers’ thinking.
The desire to be seen and heard was the finding that explicitly highlighted the power
problems between staff members and between the staff and the children in day care
centres. The need to be seen is often considered the child’s most basic need, and I would
like to add the need to be heard, which refers ‘to one’s authentic concerns’ (Elbaz 1991,
10). Kirsti’s story indicated that the needs of teachers to be seen and heard are also related
to micropolitical phenomena, power and the norms of the working community
(Kelchtermans & Ballet 2002, 107–108). Kirsti’s negative memories were related to a
workplace where she could not make herself heard and where, according to her, the
children’s voices were also subdued by the excessive dominance of routines. The major
mode of power in routines consists of regulations concerning time and place, i.e. spaces.
They are used to determine where children should be at each time, which constrains their
opportunities to act. The architecture of spaces in itself also provides or limits the
possibilities to act (Eräsaari 1994, 13–14). When Kirsti got a new job, her experiences of
the audibility of her own voice and the children’s voices changed: she was now able to
adopt a body position where she could listen to both herself and the children.
The need to be a model was discussed in many essays. Teachers’ concerns were often
related to the future orientation and to their responsibility to ‘show them’ emotions and
moral commitments. Hence, the teacher’s identity is no longer a personal concern, but
part of her practice of education. The more permanent ‘style’ of being a teacher, the moral
3. The notion of ‘body position’ and the notion ‘body posture’. illustrates the problems I experienced while
choosing words. Should it be ‘position’ or ‘posture’? In discussions with Freema Elbaz-Luwisch, who is a
native speaker of English, we decided to talk about ‘the positions of body’, and later we used the shorter form
‘bod(il)y position’.(Estola & Elbaz-Luwisch 2002). This implies even more clearly the idea of the body as a
place from which the human being reaches into the work and which is constructed culturally. The term ‘body
position’ is also more compatible with the concepts proposed by other researchers, such as Ricoeur’s
‘habitus’ or Derrida’s ‘position’. Since I have made my decision to use ‘body position’, I will use this term
consistently throughout the text.
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horizon and the rapidly changing and overlapping embodied practices make up the
constantly fluctuating entity of education. This action by the adult is continuously
observed by the children.
Teachers’ stories also reflect the Western dichotomy between the mind and the body.
This was manifested most concretely in the manner of telling about cognitive education
and thinking, which suggested immobility, even passiveness. One teacher also described
the shortage of time in her work by saying she did not even have time ‘to stop to think’.
The analysis of early childhood teachers’ stories motivated me to ask: how are children
and adults seen and visible, heard and audible in the day care centre? What is the effect of
outside factors on the one hand, and how can teachers’ own moral body positions create
different morals even in the same concrete space? (Eräsaari 1994, 13–14.)

Kuva Jukka Hämäläinen

Haluan olla kiireisessä ajassa, vaihtelevan taustan omaavien lasten keskellä isä/
äitihahmo, johon voi luottaa. Tiedän, että se voi olla henkisesti raskasta,
mutta se voi olla myös antoisaa. (Jussi)

Kuvatarina 5. Toivo ja luottamus.

5 Relational moral in teachers’ narrative identities
5.1 New interpretations of old concepts
Vocation, hope, love1 and change are words used by teachers themselves to construct and
represent their own identities. The way in which teachers use these concepts shows that
they are metaphoric thick descriptions, i.e. stories in themselves (Lakoff & Johnson 1999,
45–47). Their meanings may vary widely, depending on the discourse to which they
belong and the moral language through which they are approached. They have also been
defined in different ways in academic discourse, depending on the researchers’
ontological and epistemological commitments. This chapter consist of my reciprocal
reflections on the substudies and the literature, and my aim in writing it has been to retell, from the viewpoint of relational moral, some teachers’ stories of vocation, hope, love
and change as aspects of their own identities.
I was impressed by Genevieve Vaughan’s (1997) book titled ‘For-Giving. A Feminist
Criticism of Exchange’. Vaughan’s ideas emanate from her criticism against the capitalist
exchange economy, but they also seem to resonate with our teacher stories. She writes:
‘There is a fundamental paradigm, with widespread and far-reaching effects, which is not
noticed. …I believe that is a large part of life that is being denied and ignored…I call this
unseen part of life “the gift paradigm”. It is a way of constructing and interpreting reality
that derives from the practice of mothering and is therefore woman-based (at least as long
as women are the ones who are doing most of the mothering).’ (Vaughan 1997, 30.)
The gift paradigm is oriented towards satisfying the needs of others and towards
providing well-being to others without expecting them to pay back. The free gift-giving
that mothers do for their children is often not counted and therefore remains invisible,
claims Vaughan (1997, 30). The exchange paradigm is profit- and ego-oriented: giving in
order to get in return an equivalent of what was given (1997, 49). This is what Vaughan
calls a ‘double gift’, pointing out that ‘the road to hell is paved with good intentions’,
because getting in return becomes the sole motivation of the first gift. The giver uses
others’ satisfaction as a means to satisfy her own need.
1. I would like to remind my reader that the word ‘love’ also encompasses the concept of ‘caring’ used in
substudy I.
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Vaughan’s ideas corroborate the significance of the Other orientation in teachers’
stories: vocation as service (I), hope as action, in loco parentis relationships involving
trust, protection and change (II), change motivated by teachers’ efforts to fulfil children’s
various needs (III) and love as a struggle between various voices (IV). Vocation as a
calling of God to self-sacrifice, hope as a rational assessment of the probable
consequences of different alternatives, change as a technical accomplishment or love as a
feeling could be one way to approach the stories, but in teachers’ stories it was also
possible to hear voices that speak a different language.
The moral horizon is not merely a matrix of personal choices, nor is it only something
given from the outside. The moral horizon evolves through a process of sharing stories of
teacherhood. These stories define the good practice, but not in a single voice, and teachers
are hence forced to choose. While developing their narrative identities, teachers integrate
stories of practice as aspects of their own identities (Hänninen 1999, 60). They make
assessments within the constraints of their own life stories, choosing the voices they want
to hear.
The substudies clearly demonstrated the informants’ commitment to relational moral,
which emerged as the core story to which teachers wanted to relate. It was especially
conspicuous in the stories about vocation (I), hope (II) and love (IV). Commitment seems
to be a concrete manifestation of the importance of the moral horizon for one’s identity.
To be able to make sense out of work and life, one must find some things more valuable
than others. The substudies suggested two central topics that highlighted relational moral
as part of teachers’ narrative identities: children’s call and a future orientation manifested
as belief in getting there from here.

5.2 Children’s call
Van Manen (1991) has proposed that children call adults, especially parents and teachers,
to listen to their needs. This listening is not to be understood in any biological sense. The
awareness of oneself as a parent or a teacher emerges in actually living with children.
This means, among other things, that adults who live with children learn to postpone the
satisfaction of their own needs. (Van Manen 1991, 24.)
What Van Manen fails to point out, however, is that the task of listening to children’s
voices has traditionally been a task of women in Western societies. This is the key
argument in Genevieve Vaughan’s gift paradigm. She argues (Vaughan 1997, 54–55) that
we have been blinded to gift-giving by our internalization of exchange. She confronts
Marcel Mauss by claiming that we should not talk about reciprocity because such talk
fails to recognize the communicative character of simple giving without receiving. The
consequence is that the gift paradigm is not acknowledged as an alternative paradigm to
exchange. ‘Gift-giving appears to be a curiosity, not the mother-based (mammalianbased) life logic or a program for social change’ (Vaughan 1997, 55).
The discovery of ‘children’s call’ raises a question about power. An adult who listens
to children, consents, first and foremost, to serve children. Answering children’s call does
not imply that the teacher’s adulthood is questioned – rather it is consolidated. Instead, it
means that the adult consciously assumes responsibility for the child’s life, protects
childhood and trusts in the child. A teacher who consents to undertake this task finds
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herself/himself struggling under the cross-pressure of many contradictory voices. This
struggle becomes part of her/his life story and part of her/his identity, which is not unitary
but discordantly concordant.
Helena’s story (IV) about love as work reflects this struggle and simultaneously
cautions us against mystifying either motherhood or teacherhood. Her story describes a
two-year period of struggle amidst contradictory moral voices. The voice of the university
pushed her to continue her academic studies. The voice of her personal passion to develop
herself and to be creative begged her to continue her hobbies: sports, trade union
activities, painting and writing poems. Even the voices of love were heard from various
sources: there were the voices of her husband and her children and the voices of the
children in her class, all demanding attention, empathy and response. In addition, the
voices of her body were asking her to slow down and love herself.
In this medley of competitive voices, love turned out be struggle rather than calm
action. After two years of crisis, Helena gave up and decided to listen more to the
demanding voices of children both as a mother and as a teacher. Her decision resonates
with Ruddick (1995), Hansen (1998) and Vaughan (1997), who all emphasize that
mothers and teachers feel forced to act in certain ways. Love includes a responsibility to
act in a certain way, as Goldstein (1997, 40) puts it. In Helena’s story, love is represented
more as a commitment to respond to children’s need. This kind of commitment is ‘a form
of life’, as Nussbaum (1990, 4) describes love.
The inherently contradictory core of relational moral seems to be that teachers try to
listen to children’s call even when they get no support for their efforts. This is not a virtue
or a ‘natural’ aptitude of a woman, but a practice that evolves from experience and the
realization that, in order to be a teacher, one must respond to children’s needs. Due to its
silent and non-verbal quality, experiential knowledge is not taken seriously, and its
existence hence remains self-evident (Tedre 1999, 45).
Moreover, there are the loud voices of administrative discourse and media, which
shape education and instruction using the terminology of marketing (II, pp. 195–196, III,
pp. 191–193) and present an academic view of teacherhood as a techno-rational
profession. They do not prioritize the child in the classroom, but rather construct an image
of teachers as experts, who typically keep a distance between their pupils and themselves
by using discourses that present children and students as clients and emotional ties with
them as inappropriate. From this perspective, relational moral appears a threat in the same
way as it has been considered a threat to expertise in other predominantly female
professions (Henriksson 2000, 86–88).

5.3 The future orientation
Prospects of the future are an essential prerequisite for a teacher identity. The future can
be viewed as hope, as an assumption that there will be a future and that one can reach it.
Over time, the notions of hope have varied. Hope has not always been considered an
unequivocally good thing. Hope has been believed to stimulate desires, and it has been
feared that a person can lose her/his faith in autonomy and the outside world if s/he does
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not get what s/he wants (Kotkavirta 2000, 12–13). This view seems quite compatible with
the highly autonomous male identity of a rational, self-sufficient, independent self, who
does not long for unlikely things to happen.
From the perspective of relational moral, however, future-oriented hope appears quite
different. It obliges us to accept tasks that must be done today and has its moral basis in
an Other orientation2, consisting of a holistic faith in life rather than anticipation of single
events. Student teachers (II) seemed to have a tacit Other orientation, which they ascribed
to responsibility (van Manen 1991, 65). They expressed their Other orientation as a desire
to establish good relations with children based on mutual affection and to be able to
respond to their needs. Student teachers even reflected on the possibility that they might
not like all children. Some students and teachers pointed out that a teacher with an Other
orientation can act as if she or he liked even the children who do not seem spontaneously
attractive by, for instance, giving consciously time to these children.
The future orientation was also related to the teacher’s inevitable status as a model.
The responsible task of a model is to inspire confidence. Being a model is one type of
mothering, and it requires the teacher to show that s/he will remain by the child’s side no
matter what may happen. Teachers can provide role models of adulthood that seems
worth aspiring to (van Manen 1991, 38, 67–68). In substudy II, Jussi, a male student
teacher, is a good example about the men who adopt relational moral as part of their
identity. He described his desire to be a mother and father figure for his pupils. He also
told an impressive example of a bullied child, by whose side he stayed for some time and
for whom he hoped to be a model showing that difficulties can be overcome.
Change is self-evidently related to a future orientation, but it assumes more diverse
forms in teachers’ stories than often in academic and administrative discourse. In the field
of teacher research, Hargreaves underlines that changes are always moral statements
rather than technical accomplishments (1997). Clandinin and Connelly (1998, 152–153)
suggest that changes should be analyzed as changes in the narratives of both teachers and
organizations.
In her paper ‘Narrative research on school practice’, Gudmundsdottir (2001) writes
about invisible changes. She argues that although some practices, such as the classroom
as an environment, may superficially appear very similar to those in the 19th century,
fundamental changes have taken place in ‘the intentions (aims and goals), the roles for
teachers to inhabit, the image of learning, the learning activities that teachers organize,
and how we as teachers think and talk about children, learning, and teaching. On the
surface, the activities may well be similar, but the mediational forces assigning meaning
to many of the activities have radically changed’ (Gudmundsdottir 2001, 227–228). The
extract describes change from the teacher’s perspective as a process that is invisible to
outsiders, where a step that seems small may be of major significance. We could even say
that education represents a culture of slowness and timelessness; its radical qualities lie in
certain kinds of traditions and slow change. As a matter of fact, teachers do not always
pay much attention to change, because they find themselves living in constant
transformation (Conle 1997, 208–209, Walsh et al. 1991).
Changes, however, often have concrete consequences in the everyday practice of
education, they take time and energy: they take one’s body. In teachers’ stories, the
2. It is artificial to differentiate narratives of hope as virtue from stories about hope in practice, because
narratives are close to practice and emerge from it. By this, I wish to emphasize that voices of hope are heard
from different directions and from different historical times.
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changes to which teachers were committed emotionally and morally derived their motives
from the practice, i.e. the children’s needs, and occasionally also resulted in conflicts with
outsiders (III). When a teacher plans changes in the classroom, s/he thinks about the tens
of children whose lives s/he shares. Laura (III, 190) told of how she decided to support
children’s creativity and make school fun and therefore re-organized her classroom: first
the teacher’s desk was taken down and later the whole podium was removed, although
she received ‘astonished comments from the school inspector and probably also from the
parents.’
Relational moral in teachers’ narrative identities can be storied in a number of different
ways by using different metaphoric expressions, such as vocation, hope, love or change.
Metaphoric stories can be interpreted in different ways at different times, and each
teacher makes her/his own interpretations in terms of her/his personal story in the
prevailing temporal and cultural context. Although I underlined the power that children
have in calling their teachers and the future orientation as common denominators of the
relational moral of narrative identities, it is important to remember that a commitment to
certain moral principles does not, in our contemporary world, mean a life-long
commitment but is, even in the case of teachers, limited temporally to a certain phase of
life (Bateson 1990, 9). Narrative identity is a story of change, which develops through
storying and re-storying (Kaunismaa & Laitinen 1998). Still, it does not prevent the
teacher from asking him/herself whether s/he hears the voices of children and how s/he
guides them towards the future.

5.4 Bodies on stage under public scrutiny
Helena’s way of writing (IV) was an eye-opening example of women’s body writing
(Bleakley 2000, 18). The body was written in her diary, but there were many references to
the body in her autobiography as well. The significance of the body was, first of all, a
visible and important part of Helena’s identity. Secondly, the body was present in her
descriptions of everyday interaction in the classroom, and thirdly, both embodied identity
and everyday life in the classroom were intertwined with the societal and cultural views
of embodied teacher identities.
While teachers are mostly women, the administration is, metaphorically and in
practice, assumed to be a male body (Bloom 1996, 189–190). Despite the majority of
women in the teaching profession, teaching was long described as invisibility, nobodiness
and voicelessness (Greene 2001, 82). This kind of silencing of the diversity of teachers
has affected their identities. Although gender, especially in feminist research, has been
considered a central category of analysis that differentiates between the different practices
of people, sets expectations and limitations on human action and allocates power, Bloom
(1998, 140) emphasizes that gender is not ‘the’ but ‘a’ form of domination. It is hence
important to always bear in mind that there also exist many other ways to marginalize and
oppress women, such as race, class, religion, age and sexual orientation (Bloom 1998,
140, Merchant & Willis 2001).
Undervaluation of the significance of the body is one way to talk about a single
universal human being instead of different individuals. Maurice Merleau-Ponty’s
phenomenology of the body has promoted research on gendered embodiment, although
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the effect of gender on embodied sensations was not a topic of interest for Merleau-Ponty.
In this sense, as Burkitt (1999, 99) points out, his view was implicitly male-orientated. He
did not pay attention to the differences in embodied experiences, which are consequences
of different value judgements in line with biological gender. Feminist research has filled
in some gaps in our knowledge, and Elizabeth Grosz (1994, 191–120), for example,
writes about the body as a construction that connects the mind and identity with
somebody, provides a unique place for one’s emotions, perceptions, body language and
morals.
The human being reaches into the world from his or her own body and knows of life
with the ‘actual body I call mine’ (Merleau-Ponty 1964/1989, 160–161). The body is a
unique place for interacting with the world because it is simultaneously both a subject and
an object. Seeing, hearing, smelling, body positions and touching tell others about us and
us about others. Dialogue is only possible because we exist as embodied. Although a
person can never know precisely what another person experiences and observes, bodily
functions are part of the shared reality and the meanings ascribed to them have been
culturally generated.
Day care centres and schools are places where teachers’ bodies are constrained into
certain culturally controlled positions (cf. Kaskisaari 2000, 21, Saastamoinen 1999, 2).
The teacher’s body carries moral meanings in the cultural requirements on how and where
to stand in the classroom, how to dress, what kind of voice to use, where to look, how to
touch. The teacher’s identity also becomes written in her/his body. Teachers learn to
perform as teachers; the body becomes performative (Butler 1993, 30).
Different approaches to the world are consequences of particular locations: ‘mind’ is
the body’s response to its ecological context. The body is a thinking body and has
intentionality prior to the emergence of language and self-consciousness. (Burkitt 1999,
74–75). From this point of view, the relational moral in (female) teachers’ embodied
identities is a response to the situations in which women live.
Vaughan (1997, 111), although not talking about the body explicitly, describes the
development of relational moral through the body as follows: ‘We need to start with the
world, not with the words – with material co-munication, not verbal communication…But
women actively put ourselves in relation, do the work of maintenance, caregiving and
child rearing – all the myriad of tasks that women have had – continually giving gift value
to others in many ways.’
For women, the human world is primarily a social world. As an example, I will
highlight the ways of telling about the appearance. The purpose of this example is to
show that the embodiment of teachers is culturally regulated and subject to the demands
of both tradition and modern culture. The body voices of relational moral are easily
subdued in this cacophony of voices.
Female teachers’ stories contain many comments about the teacher’s appearance3.
Outward appearance is an important part of teacherhood because many teachers describe
themselves as models (IV, V, Hansen, 2001a, 851). The key aspect of appearance is the
way of dressing, which is governed by many unwritten rules. Clothes are even used to
3. I would like to underline that all the comments were made by women, which does not mean that men do not
think about this topic, but it can be considered a consequence of the very few men’s stories in the whole
research material. The Western culture has oversexualized the female body and also made it subordinate to a
huge commercial industry: especially the woman’s body has become a problem, and the body in general is
sometimes considered a contemporary religion (Kinnunen 2001, Puuronen 1999).
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cover or hide one’s gender or at least to make oneself sexually neutral (Gordon et al.
2000, 166, Palmu 1999, 181). Dress, movements and physical distance are also used to
construct a kind of professionality that emphasizes remote expertise, objectivity and the
male perspective, or alternatively, presence, closeness and vulnerability, i.e. the female
perspective (Henriksson 2000, 93–102, Utriainen 1999, 228–231).
Many cultural expectations are applied to teachers’ outward appearance, which tend to
be inconsistent with their own experiences (Weber & Mitchell 1995, 61–68). According
to one teacher (III, pp. 186–187), the public image of a teacher is still an old-fashioned
aunty, though in practice, teachers dress fashionably and with care because they are
always ‘on stage’. Clothing is not ‘the clothing’ and similar everywhere. Different
schools have different micropolitical rules even about clothing: one teacher said she
bought high heels and new dresses when she moved from a small village school to a city
school.
Based on the substudies, it is obvious that teachers communicate by their clothing to
children about what kind of persons they want to be, how close they want to let the
children come, whether they give their bodies to the children or want to keep a distance.
With small children, clothing is even more important. Although the cultural rules have
mainly aimed at keeping an official distance, teachers use their clothing as a pedagogical
tool even for contradictory purposes. A colourful, casual way of dressing might help a
teacher to get close to the children, not only mentally but quite concretely. Some
informants told about teachers whose way of dressing and general appearance they were
still able to remember after decades (Estola & Elbaz-Luwisch 2002). These recollections
indicate the significance of embodiment in the experiences of both children and teachers.
They also contribute to the public discourse on teacher identity as well as teachers’ own
identity stories.
In our research about Finnish and Israeli teachers’ body voices (Estola & ElbazLuwisch 2002), appearance was connected with the subject taught. The body was a way
to tell about one’s emotions, desires and passions or, contrariwise, about boredom or a
lack of concern about the subject(s). Teachers who loved the subjects they were teaching
were recalled as attractive and beloved. If teachers want to make their children love the
subjects they teach, the moral messages carried by the body should be taken seriously.
Although there exist cultural ways to use one’s body, it is impossible to give any rules
about body language, because the ways one teacher uses her or his body may not be
suited for another. For that reason, it is important to listen to one’s own body. What
matters is that the desire to teach is manifested in the body (Pryer 2001, Leggo 1996).
Teachers can use the appearance of their bodies as conscious messages to themselves
and to others about change. Helena (IV) was used to seeing herself as a powerful
somebody, as an energetic, ambitious and active person, who paid attention to her
appearance. Aesthetics and physical fitness went hand in hand, giving rise to feelings of
empowerment in Helena’s embodied identity. Helena explained how she changed her
appearance by slimming and simultaneously experienced a mental revival. And vice
versa, because she was taking on a new group, she felt she had to start anew and she
therefore dyed her blond hair red. Helena’s story is a poignant reminder of the
reciprocality between one’s body and subjective identity. Efforts to modify one’s body
into a desirable direction are a way to construct one’s identity, and efforts to construct
one’s identity are a way to modify one’s body (Helén 2000, 160). Appearance (and body
in general) symbolize many aspects of teaching practice as they are closely connected to
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the teacher’s identity, morality, social position in the school, view of life and political
dimensions (see also Mitchell & Weber 1999, 133–136).
In teacher identities, the body is exposed to various expectations and rules imposed by
the teacher him/herself and her/his interaction with others and the culture. Since different
things happen to male and female bodies, the bodily experiences of men and women also
develop differently (Burkitt 1999, 100–101). The closed body, of which Burkitt speaks as
the body image of the modern person, is more consistent with the male experience, while
menstruation and pregnancy make women’s bodies subject to changes of shape and
cyclical processes
In female teachers’ lives, there are also other stages related to motherhood, such as
pregnancies, deliveries and maternity leaves, which cause them to symbolically lose
control over their bodies. Helena (IV, pp. 68–71) nurtured the impression of controlling
her body until she got pregnant and noticed that her body was no longer in her control.
This embodied experience of pregnancy may be one reason why women learn that neither
their bodies nor their minds are only for themselves, and this also modifies their
identities. Vaughan (1997, 36) describes this process: ‘I believe that women are socialized
to be mothers. Since babies cannot “pay back” for what they receive, someone must
satisfy their needs free, without exchange. This functional Other orientation is made
necessary not by the nature of women but by the nature of babies who cannot satisfy their
own needs.’
Teaching consists very much of making your body available to others: the smaller the
children are, the more the teacher’s body is a place for touch, for sympathy, for anger. The
intimate sensing (Karjalainen 1998, 7) is an important part of the teacher’s work identity.
Teachers also talked about health in their stories. Teachers’ health is not a private
matter. Helena’s diary (IV, pp. 58–61) revealed the significance of good health for a
teacher. The modern (wo)man has been assumed to be able to control her/his body, and
health has emerged as a key issue in the Western body policies. The ideal has been a
healthy human being (regardless of how health has been defined). When health is an
ideal, imminent sickness is always a threat to the person’s integrity.
Helena regularly wrote in her diary about how she often felt unwell, had a flu, lost her
voice or had some other vague symptoms. Finally, Helena went to see a doctor, who
referred her to a surgeon, which made her think about her pupils:’ I keep remembering the
words of one of my parents: “ I hope that the teacher won’t be out of school a lot.” One
should not always think about what other people say. I find health so important that I am
not going to sacrifice it just for not having to miss work.’ (IV, p. 61.)
Helena’s descriptions of her way of knowing things in the language of her body
support Burkitt’s conceptions (1999, 151) that ethical relations can be traced back to
embodiment. As a teacher, Helena works with her body, i.e. as a corporeal, living person.
What she does or does not do has very concrete consequences. Helena was caught
between two voices: on the one hand, she realized that she could not sacrifice her health,
but on the other hand, she heard many other voices that urged her to try more and not to
rest. The way to put one’s love into practice goes through the body: how a teacher
behaves, touches, looks like, listens to the others, and how she is able to love herself in
order to remain healthy.
In teachers’ stories, the teaching body is controlled, written and read by various
directions and discourses. Teachers construct their identities in the middle of that
polyphony, and a question arises of how the voices of relational moral can be heard and
become part of the embodied identity.
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5.5 Other-oriented teacher identity
It has been considered problematic for the project of professionalization of teacherhood
that the overwhelming majority of teachers are women, who tend to approach their work
based on the paradigm of motherhood. This phenomenon has also been recognized in the
work orientations of other female occupations, where the tendency to respond to other
people’s needs and to approach to people as individuals has been considered ‘an obstacle
to professionalization, a deficiency or a disorder’ (Henriksson 2000, 86–88). This attitude
ignores the societal significance of women’s practices and implicitly assumes women’s
experiences and ways of thinking to be inferior to those of men; they are self-evident in
the home context, but lack any wider significance (Freedman 1987, 78–79, Vaughan
1997, 51, 239).
As shown by the substudies, however, teachers constructed their identities with
different relational concepts and described dialogues between different voices. In
substudy II, the student teachers’ worried and apologetic tone about adopting relational
moral into their teacher identities was surprising. That made me wonder if teachers still
have no say on the definition of their own identities (Vuorikoski 2002, 323) and to what
extent they are able to construct their relational moral as part of their professional identity
stories (Hänninen 1999), which would allow them to feel that they can be what they
‘really are’ (Heikkinen 2001, 28–30, Huttunen & Kakkori 2002, 77–78, Ronkainen 1999,
73–78). According to the narrative-biographical approach, the person’s life course before
education can be considered the first stage in the development of his or her teacher
identity, because the key features of the moral horizon are adopted at that stage already.
Feminist research has proposed that female subjectivity has never been able to develop
into the kind of autonomous individuality that is characteristic of modern identities.
Autonomous identity has only been possible for the white, Western, middle-class male
(Rojola 1996, 31).
According to an alternative view, the female identity has always existed in its own
unique form, but has remained silenced, as the discourse of autonomous identity has been
so loud that the different relational identity of women has not even been recognized
(Enoranta 1996, 132, referring to Nicole Brossard). Women’s experiences have been
silenced in various ways, including those of medical science (Jacobus et al. 1990, 6).
Western science in general has ignored the differences between human beings in its
search for culturally independent truths (Farley 1996, 12–19, McLaren 1993, 221–222).
Girls are encouraged to care for others since early childhood. Women have been
socialized to be mothers, to take care of children without expecting them to ‘pay back’,
writes Vaughan (1997, 35–36). In the experiential world of mothers, the maternal body
has been available to another person, i.e. the baby, and not under the mother’s own
control (IV). The experience of the instability of one’s body makes women more sensitive
to ask: ‘What is my body telling me?’ (IV).
A person has already been telling her/his life story for a long time before entering an
educational programme. Formal education is only one, though admittedly significant,
stage in the development of teacher identities4. Teacher education programmes have their
cultural stories about what it means to be a teacher (Marsh 2002, 334). The teacher
education programme can be understood as a multi-voiced discourse about the different
aspects of teaching and education with which student teachers are in dialogue. This
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discourse becomes one’s own when a student teacher populates it with her or his own
intentions and accent, adopting her or his own expressive intention (Wertsch 1991, 59).
The third category of discourse discernible in teachers’ stories that had an impact on
teacher identities was related to educational policy, administration and media. The stories
told by some teachers highlighted very concretely the contradictions between their own
experiential identity stories and the public stories. Some teachers adopted the gender
perspective, assuming that since the majority of teachers are women, the school
administration tends to look down on them. Maija wrote like this in her autobiography:
‘Teachers made a huge effort in this contradictory situation (comprehensive school
reform), trying to live up to the demands of both contemporary and future society and the
challenges posed to them. Moreover, the majority of teachers were, and still are, women’
(III, p. 185). In my mind, the excerpt echoes with Sandy in Bloom’s book (1998, 108–
109), who argues that teaching is dominated by ‘first-class’ women, while ‘second-class’
men go to administration. Since the voices of administration and media are loud, teachers
find it difficult and frustrating to try to maintain an identity that is not appreciated
(Gordon et al. 2000, 51).
The power of media has often been undervalued in the public discussion on
educational policies (Giroux 1998, 23). Teachers do not necessarily recognize themselves
from the published stories, but rather find them humiliating and offensive to their own
identities, as pointed out by the writer quoted below: ‘The television also recruited people
to produce documents or sketches of teachers as military monsters waving a pointer,
shabbily dressed and with their hair done up in a bun, who sent their pupils flying into the
corner or under the desk. In reality, however, the teacher is like an actor on stage, facing
an ever critical audience and therefore fashionable and well-coiffured’ (III, p. 187).
The voice of relational moral speaking the language of the mother, which is part of
teachers’ narrative identities, is subject to the cross-pressures of culture, politics and
media. Since the majority of teachers are female, while the majority of administrators are
male, we cannot speak about gender neutrality. Rather, we can justifiably argue that, at
the level of the cultural narrative, the teacher identity with the relational moral, is
symbolic of the female identity and the female body. In the everyday practice of
education, too, the other-oriented teacher is often one with a female body. There is a
‘raised eyebrow, by a man disciplining a woman body, points out Bloom (1998, 111). She
continues, quoting Foucault, that it is the body that must be subjugated.

4. Speaking about stages is problematic, as it easily suggests that the stages follow each other in a chronological
order, which is not the case. Some individuals may already have proceeded through many significant stages
in their lives before enrolling in teacher education. This was true of Tiina (I), who had a family, job
qualifications and working experience before she enrolled in a teacher education programme.

Kuva: Inkeri Karvonen

Mitä pienempi oppilas on kyseessä, sitä tarkemmat silmät. Uudet oppilaani tekevät
koko ajan havaintoja minusta. Miten pukeudun, meikkaan, puhun, kävelen.
Heillä on kova halu tulla hyväksytyksi, mutta niin on minullakin. (Helena)

Kuvatarina 6. Katseiden alla.

6 Embodied relational moral as storied educational practice
6.1 Storied body voices
‘The most difficult thing in this demanding job of the teacher is the perpetual presence.
You cannot hide your own being, feelings and attitudes behind the subjects you are
teaching. Every moment, no matter what kind of phase of life you are living in, you have
to be there.’ (Liisa, in Estola & Elbaz-Luwisch, 2002, 10.)
In Chapter 5 above, I demonstrated that since women are the ones to do the mothering
and to socialize themselves into the practice of relational moral, (female) teachers also
incorporate this moral language of the mother as part of the moral horizon of their teacher
identities. In this chapter, I will continue my discussion of embodiment by finding out
how relational moral is storied as embodied practices.
The quotation at the beginning of this section illuminates one of the many instances of
teachers telling about their work in terms of bodily movements, positions and perceptions.
It also indicates how the bodily relation to the world gives Liisa her sense of personal
experience of what it is to be a teacher (Burkitt 1999, 20). I give Liisa a body in my mind
and settle down with the children to see her move around in the classroom as she
continues: ‘You have to be where the learning takes place and where the developing
individuals, your pupils, are watching you. At the same time they are modelling
themselves on you and also need guidance and encouragement.’
Until recently, body has been a taboo in the discussion on educational practices or
specifically the moral of education, or it has only been referred to indirectly1. For
instance, Hansen in his paper titled ‘Teaching as a moral activity’ (2001a) points out that
such concepts as manner, tact and style refer to teaching as a moral endeavour and faithfully reflect teachers’ actual behaviour. The paper contains diverse references to the ways
in which teachers move, talk or smile, which are significant aspects of their moral acts.
Especially the concept of style comes close to the body, as Hansen argues (2001, 839) that
style denotes ‘a set of habits that includes gestures, body movements, facial expressions
1. On the other hand, we can even talk about a boom of body research in many disciplines. At least in sociology,
anthropology and feminist research, the body has been a topic of active interest (Featherstone et al. 1991,
Jacobus et al. 1990, Jokinen 1997).
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and tones of voice. The term encompasses the customary ways of a teacher to attend to
students, for example, how he or she typically responds to what they say and do.’ Max
van Manen (1991, 121), when talking about teachers’ style, also refers to the body pointing out that style is ‘the outward embodiment of the person…. To have a style is being
yourself, being what you really are.’
Vaughan (1998) also seems to avoid talking about the body, although she points out
that mothering begins with concrete, material gifts in the world of nurturing. Vaughan
(1998, 37), however, emphasizes the meaning of words and considers words the infant’s
first gifts to its mother: ‘The mother first nurtures her child with goods and services, but
she also nurtures her with words. The child is actually able to participate in turn-taking
with the mother, verbally giving her communicative gifts before she is able to give her
material gifts.’ Vaughan fails to point out, however, that the mother receives gifts from
her baby long before the baby utters its first word, namely gifts of embodied
communication, especially touch and eye contact.
But although research had ignored the embodied nature of education, teachers’ stories
disclose the meaningfulness of the teacher’s body in education. In day care centres and
classrooms, bodies are not abstract ‘bodies’, but something that makes every individual
seen as both different and similar compared to the others. They are seen as either female
or male bodies, with different skin colours (including white as a colour), young, middleaged or old, representing various social classes, religions and geographical localities.
These bodies are not constructed and controlled by society but by institutional and
organizational rules and daily routines, such as the timetable and physical environment of
the educational setting. Teachers’ bodies are ‘thick descriptions’ of moral messages, they
are places in which individual experience meets the societal and cultural order or
education (Johnson 1989, Värri 2002, 97–99, 124–128).
Research on experiences is problematic because experiences are only accessible
through language. The Cartesian dichotomy made the body an uninteresting abode of the
interesting rationality (Burkitt 1999, 1). Nor was body amenable to the goals of the
discourse called science, as it defied conversion into figures or invariant rules. The body
was considered unpredictable, the site of emotions and passions. Consequently, it was
defined as important for the woman, but uninteresting for the man (Bloom 1998, 114).
Nor did the linguistic turn promote research on embodiment. Sociologists of education
and theorists of critical pedagogy have taken note of the body often in ways which
foreground language. This tendency to approach ‘the body’ only through discourse (Cryle
2000, 18) has made it, possibly by accident, almost frightening to touch actual bodies of
flesh and blood.
Teachers’ stories are, however, full of references to the body, touching, happiness or
exhaustion, gentle and hostile bodily contacts, hugs, looks and many other things that can
be known, felt and told by the body as well as power and submission (see also Burkitt,
1999, 2–3). Especially phenomenological research, however, has underlined the need to
study all aspects of embodiment that can be expressed in language and accepted that
something remains always secret outside the spoken language.
Feminist research has indicated that body writing is especially explicit in women’s
stories (Bleakley 2000). Lakoff & Johnson (1999) have conclusively argued that our
language has a material basis. The language talks about the body with words and
metaphors. Moreover, the literature on research methodologies influenced by oriental
religions and philosophies takes seriously the knowledge transmitted by the body. Quite
obviously, the body talks more than we can listen. Still there is always something in every
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research which cannot be reached. Bloom (1998, 147, citing Menchu 1984, 247)
describes how not even narratives are ever able to represent an absolute truth or a lived
experience. ‘I’m still keeping a secret that I think no-one should know. Not even
anthropologists or intellectuals, no matter how many books they have, can find out all our
secrets.’

6.2 Re-reading embodied physical work
When we, Freema and I, suggested that teaching could be seen as embodied physical
labour (Estola & Elbaz-Luwisch 2002), we sensed the astonishment and uncertainty in
our audience. We were advised to drop the concept ‘physical labour’ because physical
labour includes hard and heavy work that requires muscles and strength. The notion of
physical labour had notably masculine connotations, it spoke with the voice of a man in
authoritative discourse, ‘which demands that we acknowledge it…’ (Bakhtin 1981/1990,
342).
Yet, teachers’ stories tell about different aspects of physicality. Those voices make
teachers’ work physical because the body is the main vehicle towards children (Mitchell
& Weber 1999, 124). In this overview, I use the concept ‘physical work’ to avoid being
too provocative. Still, I consider it important to read old concpets such as ‘physical
labour’ in a more polyphonic way ‘in the Bakhtinian style’, assuming that the collective
voice of women would be heard in this discourse against another voice, that of the father.
Teachers’ stories included frequent references to the physical heaviness of teaching: after
a whole day one’s legs and back ache and one’s throat feels dry. Teachers working with
small children need to pick them up, dress them and help them with toileting. But there is
the other aspect of physical work as well: gentleness and closeness, affectionate looks,
hugs and touching.
Silva Tedre’s (1999) findings on paid workers in a Finnish municipal home help
service support the decision to re-read ‘physical work’. Tedre pointed out that there are
very many different bodily activities that have remained totally unspoken because they
have traditionally belonged to women and to privacy. The everyday practices of helping
make unspoken history because they have been considered such self-evident and trivial
activities. The situation is very similar at schools. Both the home help activities described
by Tedre and the educational work done by teachers involve experiential tacit knowledge,
which may easily be considered somehow ‘natural’ and a biological characteristic of one
gender, although it is actully a learnt behaviour.
By paying attention to teaching as physical activity, it is possible to better understand
the living, puzzling mess of teachers’ work and of moral as embodied. This is obvious
when we think about body positions as both concrete physical and metaphorical positions.
As an example, let us think about presence, a common theme in teachers’ stories. As Liisa
wrote: ‘You have to be present in the very situation where learning takes place and where
the developing individuals, your pupils, are watching you.’ It is difficult to imagine that
the position of presence could be realized without being present in the classroom. On the
other hand, not all physical presence necessarily consists of being present in the sense that
the teacher’s mind is also present and aware of the enormous impact the teacher has as a
model.
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While present in a situation, the teacher orients towards the Other both symbolically
and quite concretely. All everyday activities, some of them mere routines, such as the way
the teacher moves among the children, looks at them, orders them to sit and work, are
moral tools, i.e. ways to tell the children that the teacher is present and interested in them.
Or else they may tell about the teacher’s desire to withdraw, control and keep a distance.
Schwab (1978, 122, see also Hansen 2001a, 837–839) has argued that if the chairs are
around the table, the sense of vulnerability and consequent hesitancy disappears. Schwab
reflects that the cause seems to lie in the secrecy the table affords for the movements of
one’s hands, body and legs as means by which each person is able to express and respond
to the feelings s/he is not prepared to communicate to her/his neighbours.
In day care centres and classrooms, the teachers’ bodies work in active interaction with
the children, and the body often feels and knows things sooner than the rational mind,
which is only needed to look back and reflect (see also Burkitt 1999, 135). Teachers feel
things on their skin and see things in eye contact. Some of the things they feel and see are
negative, such as unkindness, irritation, while some are charged with love and trust It is
irritating when children are ‘hanging on my sleeves’ and empowering when ‘the children
hugged me a good autumn break’ (IV, p. 60). The latter cite echoes with Luce Irigaray
(1994, 205–238), who emphasized the primeval significance of sensuality, caressing
touch. She sums up how no nutrition can ever replace the mercy and impact of touch.
Teachers must also have concrete physical resources. The noise, the strict timetable,
the need to stand up all day require good health. This was obvious in Helena’s story about
how she got tired of the noise around her and lost her voice (IV, p. 61). Especially the
teachers of small children must pick up and carry children. Teachers of adolescents may
even be threatened by physical violence. There were no such descriptions in my material,
but there were some in the whole corpus.
The daily routines are teachers’ cultural tools to organize bodies and to communicate
to children about their place, value and subjectivity (Golden 2001). If teachers truly take
into account children’s needs, they construct the kind of routines they consider relevant
for children. In those cases, for instance, time is not something to be calculated as minutes
but as experience (Melucci 1996, 13–15). Helena (IV, pp. 63–64) wanted to offer time for
the ‘natural working rhythm’ and ‘passion’. Kirsti (V, p. 250) was very much concerned
about the strict rules in a day care centre, which seemed to disclaim children as active
embodied persons. She asked: ‘Where was the child in day care? Were the children fully
controlled by the adults, never making noise, never playing games, completely organized
in the middle of jigsaw puzzles!’
Stories of change are also part of the organization of embodiment. Change aims at
something, but simultaneously controls and delimits something else. When Laura told
about a change she had made to enable spontaneous activity and creativity by the children
in her class, she described her aims through concrete rearrangement of space: she
replaced the teacher’ spodium with a chair on rollers, spread carpets on the floor and reorganized the children’s tables (III, p. 190). Teachers’ stories indicate that many changes
are also changes in the material environment. By organizing them, one can open up new
routes for the bodily activities of both teachers and children.
Teachers’ stories about the everyday activities of education support the claims of
researchers of relation moral: education involves many nonverbal moral messages and
actions that aim to help others and to meet other people’s needs, which are still inaudible
and invisible. It is therefore important to re-read concepts in more voices than previously.
The concept ‘physical work’ can also be re-read from teachers’ stories as an accepting
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and permissive voice that tells about listening to children’s needs rather than merely as a
physically heavy and controlling voice of the father. And even when the work seems
heavy, it is heavy because the teacher must make her/his body available to others, by
being present to the children and consenting to undertake time-consuming routines (see
also Vaughan 1997, 43).
Nevertheless, especially the physical environment in schools often fails to support the
teacher’s desire to be close to children, but rather tends to underline remoteness, formality
and the power of the teachers over the children2 (Alberti 1999, 129–149). Bodies and
embodiment are an essential part of the dialogue between teachers and children or students. However, this embodiment is multi-voiced, and a teacher might be forced to
assume different body positions. For instance, being on the stage as a model and at the
same time close to the children ‘in the audience’ is a challenge that I consider an intriguing aspect of relational moral. To be a loving professional teacher in practice consists of
struggling, success and failures.

6.3 In the positions of love
By using the notion of ‘body position’, I emphasize that bodies are not neutral ‘things’
but acting and active. Utriainen (1999) used the Finnish word ‘ruumiinasento’ (‘body
position’) to describe how people working with dying patients assume presence as a
moral guideline in their work. Presence did not only refer to physical presence but also
involved psychic present and the willingness and desire to help the dying person on her/
his mental journey. The task of teachers is to escort children towards the future by being
present. Therefore, on the one hand, body positions are concrete positions, ways of
behaving and using the body, while on the other hand, they are metaphors for bodies
which always carry moral messages in them.
Teachers’ stories involve many body positions. The stories are multi-voiced, and body
positions are also stories told in the language of practice, which are in dialogue with each
other (Johnson 1989, 374). In principle, teachers can choose between body positions.
Some positions may be difficult to acquire if they are not appreciated. They remain
inaudible in discourses, and the official discourse would rather do away with them
altogether. The positions of relational moral belong to this category, because they are
considered obstacles to professionalization3. In relation to professionalism, however, they
are not necessarily contradictory, because they aim to do the best possible job for the client (Noddings 2001, 102).
Although a teacher, similarly to most teachers, may seriously believe herself/himself to
work in the child’s best interests, the child’s best interests are not self-evident. In practice,
teachers live under constant cross-pressures as to which body position they should
2. By the term ‘power over’ Pilar Alberti refers to three forms power over: 1) that exercised by institutions over
individuals, 2) that exercised by individuals over others, and 3) the ‘power over’ to be found inside a single
person. They have connections to oppression, domination and resistance.
3. Noddings (2001, 102) makes a distinction between professionalism and professionalization. The former
refers ‘to the internal workings of a profession and the concern of a profession’s members to do the best
possible job for their clients’. The latter refers to ‘external criteria, such as status, salary, specialization, and
control’.
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choose. Below, I will discuss love as body positions of the language of the mother.
Although teachers cannot always apply the body positions of love, they can still aim to
make the child visible and audible with her/his own needs and in her/his way.
In teachers’ work, love reflects their attachment to children and their commitment to
be present, which includes a commitment to be present physically as a model (IV, pp. 59–
61) As Emmi, an early childhood teacher, put it: ‘It is very important to be a model for
children. As an educator, I should show them my emotions, show what I feel good or bad
about. I can teach children to recognize both their own and other people’s emotions’ (V, p.
248).
The physical relations between teachers and children are governed by many written
and unwritten rules. Touching is probably one of the ‘secretly secret’ (Foucault 1998, 32)
elements of embodiment, which has become a focus of special concern, regulation and
prohibitions. According to Finnish legislation, for example, children must not be
physically punished. And even more, Gordon et al. (2000, 188) write about the cultural
rule that there should be no physical contact between teachers and students. Many people
also find touching strange and frightening, possibly because the body has been so
completely sexualized, but also because closeness makes a person vulnerable (Gordon et
al. 2000, 188–189). And it seems that touching children is becoming almost a criminal act
because of some instances of abuse (Duncan 1998). Some teachers remembered from
their own time at school their teacher’s presence as unpleasant (Estola & Elbaz-Luwisch
2002, 15–16).
For teachers of small children, bodily contact has been self-evident and necessary for
the children’s physical well-being. The situation with school-aged children has been more
complex, and it has not always been considered appropriate for the teacher to hold a child
on her/his lap. Architectural and other solutions have also aimed to maintain the culture
of formal distance. Such order speaks in the language of the father. Mothers are more
used to having a child close to their skin. Many teachers throughout ages have also picked
up and held children. In the same way, children can show their fondness for their teachers
by being close to them. The position of love is often also tiring and may evoke
contradictory feelings. Helena felt the heaviness of teaching physically. The position of
love is much more than just hugging. Teachers who listen to the children’s voice realize
that love means an ability to live together. This was realized by Helena (IV, pp. 59–60)
who talked about missing her pupils as well as by Kirsti, who compared her own
children’s possibility to act at home with what the children in the day care centre were
allowed to do. (V, p. 241).
In our study, Freema and I defined as a ‘position of protection’ the position that had
emerged ‘between the lines’ in our own co-operative analysis and that we considered
extremely important (Estola & Elbaz-Luwisch 2002). I consider a position of protection
as part of love. The position of protection also echoes with Ruddick (1995), who points
out that the task of ‘preserving’, i.e. of keeping children safe from physical harm, is
central to the task of mothering (see also Värri 2002, 125).
The idea of protection is implicitly present in every substudy, although the voices of
protection speak in slightly different words in the different substudies. The teachers’
comments about ‘defending the defenceless’ (I) and ‘protection’ (II) are the most explicit
expressions. The desire to avoid physical harm takes the form of routines, the
organization of safe space and a safe social environment, where children could act
spontaneously. When children feel themselves safe and can move about freely, the
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position of protection makes the routines empowering (Leavitt 1994). In substudy V,
Kirsti also wonders about excessive routines and restrictions, which imply that bodily
organization and power are used to subordinate children.
Although protection specifically aims to guarantee physical safety, it also involves a
moral message of the value of the other and, by implication, the obligation to protect
children against mental harm. This was obvious in substudy II, where Jussi described the
situation of a bullied child and assumed the role of his protector. The positions of
protection include control and restriction on the one hand and permissiveness and licence
on the other. The reflections of Freema (Estola & Elbaz-Luwisch 2002, 25) on the
carnivalism of Finnish high school graduates on their last day at school, in which my own
son also participated, highlight one aspect of protection. Love as protection may allow
children and adolescents to test their limits in a safe context, where they are aware of the
presence of adults lining the streets to watch their revelling.

6.4 The multiple voices of embodiment
Teachers’ stories indicated that the material, physical body must be taken seriously
whenever we speak of moral. Many central moral issues are negotiated on embodied
terms. When making interpretations about classroom practices, we need to be careful
about the meanings of body positions. Behaviours that appear similar may involve
different, often contradictory, intentions of teachers and children. The idea of a univocal
body voice is, in the Bakhtinian approach, equally impossible as a univocal discourse.
And the same questions of the different statuses of different body voices are also
pertinent. If, for example, we imagine a teacher standing next to two children, the teacher
may have a position of love and caring, listening to the children, or s/he may stand there
in a position of control, urging or threatening them. Or s/he may also be thinking of how
s/he could escape from the situation as soon as possible. Or the teacher may even have all
these positions in her/his mind simultaneously (see also Puroila 2002, 144–162). A child
may also interpret an adult’s intentions differently from the adult. Moreover, educational
situations vary so quickly and unexpectedly that teachers act based on their experiential
knowledge intuitively, emotionally and with situational sensitivity.
Body positions are learnt from culture. Each family has its own culture. A teacher who
meets a new culture, whether upon moving from one country to another or upon
encountering the different customs of a new family, must also negotiate her/his bodily
positions and their significance and appropriateness in different situations, with different
people and in different places. Many micropolitical conditions, such as the power
relations in a day care centre or school as well as the workplace atmosphere, are
important (Kelchtermans & Ballet 2002). One and the same teacher may use different
moral languages in different workplaces. The different experiences of Kirsti, the early
childhood teacher, (V) serve as an illuminating example. In her first job, she was worried
about the ability of the children to make themselves seen and heard, but was unable to do
anything about the problems because not even her own voice was heard. She solved the
problem by thinking that, since she would not stay there long, it would be best to do what
she was told and shut up (V, p. 246). Her second job was different and allowed her to
better apply her relational moral.
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The polyphony of moral body positions also means that love and protection are used to
control, and the positions of control always also imply that something is permitted. We
should therefore ask what the teacher’s intentions are, what s/he is aiming at and whereby
s/he justifies her/his actions. Not all actions that are used to justify education are
necessarily educational, but may even serve the teacher’s personal interests (van Manen
1991, 69).

Kuva Inkeri Karvonen

Eräänä päivänä laskin opettajanpöydän alas korokkeelta. Muistan tarkastajan
ihmetelleen sitä. Jonkin ajan päästä koroke poistettiin ja toin tilalle ison maton,
kotoani, satumaton. Siihen kokoonnuimme satutunneilla. (C2)

Kuvatarina 7. Muutos.

7 Evaluative comments
7.1 A research story as an uncovering
The traditional criterion of research has been that it should tell a ‘true story’. Narrative
research has searched its own way to approach the issues of truth based on the
fundamental assumption that no-one can ever tell the whole story. This has meant that the
traditional concepts, such as reliability and validity, have been criticized in narrative
research (Heikkinen et al. 1999, Lincoln & Denzin 1994). Hannu L.T. Heikkinen et al.
(2001) have further introduced the concept of hermeneutic uncovering as one alternative
criterion of truth.
The idea of hermeneutic truth as an uncovering and a new insight into the phenomenon
is, according to Heikkinen et al (2001), a fruitful way to approach narrative research.
Hermeneutic uncovering means a new experience that opens up an unexpected novel
perspective. The concept of hermeneutic uncovering is close to the idea of evocative story
(Weber 1993), meaning a story that reveals something completely new. During a process
of research, both the study subjects and the researchers may experience hermeneutic
uncovering. This can happen in different phases of the research process. Even the readers
can have uncovering experiences when they read the research report. In this research
project, the discovery of the presence of the body in the stories was one hermeneutic
uncovering for me, after which none of the stories were the same, nor was I.
A concept close to uncovering is catalytic validity (Lather 1991, 68). This concept
emphasizes that good research has consequences in the readers’ minds and also for
practice. I had opportunities to present my substudies on many different occasions as
‘interim texts’ still in the process of making (Clandinin & Connelly 2000). In these
situations, embodiment appeared to be a catalytic theme that provoked discussion, and I
also received comments afterwards. Many of my listeners said that when they became
aware of embodiment, they began see their own teaching and the children in their class in
a different light and that the everyday activities of education began to seem more
important.
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Hermeneutic uncovering comes close to what is often called ‘verisimilitude’. The story
sounds true because it either reminds the reader about something that has happened to
him or her or opens a new window to the reader. The latter phenomenon occurred in
substudy II, where one student found a slightly new perspective to her childhood.
Verisimilitude seems an adequate criterion for an inquiry of identity, which is
understood as a contradictory and discordant, non-coherent story (Mishler 1999, 11–15).
Verisimilitude narrative or biographical research is hence not identical to a logical plot
but rather accepts the idea of ‘discordant concordance’ as a true story. In the course of the
research process, I have had many occasions to talk about my interpretations with various
people: teachers, students, researchers and even some ‘outsiders’. I have noticed that
especially people working in education have considered my interpretations mainly
plausible. The substudies gave rise to lively debates, especially the body theme, the forgiving paradigm and the gender approach in general.
Another concept that is often used when evaluating narrative research is ‘authenticity’,
and it is interwined with the concept of verisimilitude. Authenticity is often associated
with especially biographical research, where it is applied to a re-told story that reflects the
story teller’s life ‘correctly’ and ‘truthfully’. In the introduction, I already mentioned that,
for narrative research, every story is an interpretation and only one potential story. From
this perspective, authenticity must be approached in terms of whether we know enough to
be convinced that the story is told in a serious and honest way. Tellers and researchers
have cultural tools that they use to analyze a story for this purpose. If the story has
enough narrative coherence, it gives the image of an authentic story, although some
questions may remain unanswered.
Substudy IV can again be used as an example, as it involved a long period of cooperation with Helena. We feel that our inquiry opened up one authentic perspective into
Helena’s identity as a teacher. Helena herself has accepted the interpretations and has also
personally contributed to them. She has always been amazingly open when telling her
story. This openness is characteristic of her, and it is manifested in her habit of signing her
autobiography and diary: this is ‘Me’. Visits with the students in Helena’s class and the
students’ comments consolidated this opinion, as did some teachers who heard Helena tell
her story. Still, we should bear in mind that substudy IV provides, at its best, only one
‘authentic’ perspective (cf. Clark 1991).
There are many challenges in narrative research for the researcher. We almost
unconsciously consider stories with good narrative coherence more authentic than the
others. Even single words are important when readers make their conclusions about the
authenticity. If the researcher stays close to the teachers’ language, the research story
probably sounds authentic to teachers but might be considered as not reliable in an
academic context. However, one benefit of narrative research is that, as its best, it can be
close both to the theory and to the practice and sound authentic to diverse audiences.
During the research process, I became convinced that the readers’ intentions to read
the story from a certain perspective are equally important as the teller’s intentions to tell a
specific kind of identity story. The Western autobiographical genre emphasizes a more
universal and disembodied subject, which serves as a cultural guide for the reader as well
(Smith 1993, 17–18). For instance, in substudy IV about Helena, our first interpretations
(Estola & Syrjälä 1999) approached this unitary perspective.
Reading a story is a dialogue between the story and the reader. In this process, in
addition to ‘rational reading’, I invite the readers also to listen to their body voices,
emotions and morals. We used this method in our research about the teaching bodies, and
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I found it both revealing and challenging (Estola & Elbaz-Luwisch 2002). It pointed out
that time and place are also important in the situations where we try to understand stories
by reading or listening to them. It also became apparent that listening to body voices can
be part of the researchers’ way of working.

7.2 Language as a mediating tool
Nussbaum (1990, 5) points out that ‘The telling itself – the selection of genre, formal
structures, sentences, vocabulary… all of this expresses a sense of life and of value, a
sense of what matters and what does not… of life’s relations and connections.’
Although research consists, first and foremost, of the researcher’s discussion with
herself/himself, somehow I hesitate to talk about my own ideas. Apart from my own
intentions and personal interests, my words echo the voices of other people, places,
traditions and times. The research story is my story, but the words I have used are also
some one else’s.
The most important ‘co-authors’ are the teachers whose stories have been the source of
my re-storying. According to Clandinin and Connelly (2000, 61), ‘as narrative inquirers,
we work within the space not only with our participants but also with ourselves.’
Although I have aimed to respect these teachers’ own language and to take the teachers’
stories at their words, it was my choice to read the stories from the perspective of
narrative identity as a moral horizon, gendered and embodied.
My important partners further include all the researchers on whose work I have based
my theoretical and methodological views and all the others authors with whom I have
discussed. When writing this overview, I noticed that in the substudies I had not been
sensitive to the gender of the writers I had quoted. I decided to change my style and to
mention both the first name and the surname when referring to researchers in the text.
This is because I wanted to point out that I have referred to both men and women and
that, among both of them, there are writers who are explicitly gender-sensitive and ones
who tend to ignore gender. This is an important issue to notice because it reminds us
about the culture of the academy, which is still on the way to becoming aware not only
about the effects of gender but also about race, class, religion and place in identity
formation and the relevant power relations.
Writing together with my colleagues, as I did in the substudies I, III, and IV, was a
learning process. In the first substudy, I found it important to continue discussions until
consensus about the interpretations was attained between the writers. This approach
probably echoed some voices of traditional thinking about the reliability of research: does
another researcher obtain similar results? Later, we did not hesitate so much to write
about our different approaches. For instance, in substudy IV, we had our own personal
interests and epiphanies in reading Helena’s story. Leena was particularly impressed by
the significance of change in Helena’s life, while I was impressed by the wholehearted
and sometimes almost burning passion with which Helena works.
This research process also made me ask what happened to the Finnish teachers’ stories
told in Finnish when they were translated into English. It was often difficult to find the
‘right’ word. Narratives are close to the practice and thus echo the culture in which they
have been told. For many idioms there were no good translations.
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The person who translates the text or revises the language of a manuscript is (at least in
narrative research) a co-author, almost a co-researcher, I would say. Her or his voice also
echoes in the text. However, this topic is usually not discussed in research. For that
reason, I wanted to give an opportunity to my translator, Sirkka-Liisa Leinonen, to
comment explicitly on the process of translation. Below, we briefly discuss our cooperation as a researcher and a translator.
Eila: I wonder whose story ‘my research’ is after you have gone through my text
and made your interpretations. It is a new text.
Sirkka-Liisa: This is a good point to make. I often wonder myself how a Finnishspeaking researcher feels having to hand over a precious, well-thought-out
manuscript to a lay person they are not even familiar with? And how do they feel
having that outsider work out a version of the manuscript they may find difficult to
read and fully understand themselves? Translation of research is truly a process of
co-operation. The author and the translator have complementary rather than
parallel skills: the author has acquired the background knowledge and produced
the content, while the translator masters the linguistic and textual means to render
the content in another language. Neither of them can tackle the task alone, but
must rely on the other for help, support and solidarity. The author needs to trust the
translator to do a good job, and the translator needs to have the courage to enter
alien territory, relying on the author for guidance. A blind leading another blind?
Well, not quite. But definitely two persons with different skills groping their way
towards an optimal outcome. How optimal the outcome was in this particular
instance remains for the readers, to judge. But we did our best.
Eila: I feel that because we have worked together for about four years, we have
learned to know each other although we have met only once, so far. I have
occasionally used some other translators and I have noticed that I prefer some of
them. With you, I think, I share the same language. You are my third hand.
Sirkka-Liisa: Talking about preferences, I must admit that I also prefer some
writers and certain fields of inquiry that seem particularly fascinating to me. It is
probably no wonder that narrative research is one of these fields. But since
translation is not about words but about meanings, the translator must take each
new assignment seriously and approach it with humbleness. With this overview, I
started by reading background literature, including many of your primary sources.
I had already translated some of your original papers and conference presentations
as well as reports authored by your colleagues. We discussed problematic terms
and different writing styles. I even attended that international symposium
organized by your project to gain insight into the field of narrative research. And
when I finally got the first version of the manuscript on my screen, I immersed
myself in it with enthusiasm. While reading the manuscript, I was glad to find it so
understandable and even to discover points of contact with translation research:
Bakhtin’s ideas of ‘voice’ are frequently quoted by translators, and it is certainly
easy to conceive of a translation as consisting of multiple voices, the translator
being one of them.
Eila: I have been uncertain about my language skills, not only in English but also
in Finnish: a researcher working with stories and doing narrative research should
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be a good narrator. I have sometimes wondered if I am in a wrong field. I therefore
decided to invest all my linguistic resources in this effort, regardless of the
language. And I was very uncertain about your reactions.
Sirkka-Liisa: Actually, that made this project especially interesting! I have often
played with the idea of the translator entering the writing process at an earlier
point. Instead of having a polished and finalized text version, which needs, first of
all, to be broken down to pieces for a linguistic, semantic and textual analysis, it
was refreshingly different to have this text, which was a collage of textual
elements in English, Finnish or English-Finnish. To me as a translator, it was
friendly and inviting text, though it naturally also required me to work out many of
the interrelations implicit in the roughly laid out subject matter. Still, I found it a
privilege and a rewarding experience to contribute to this ‘different’ writing
process.
Eila: There are power questions too: the Finnish language is marginal compared to
English, which is a ‘global language’. What happens when people in the margin
start to use English? Bakhtin (1981/1990, 12) is optimistic: ‘The period of national
languages, coexisting but closed and deaf to each other, comes to an end.
Languages throw light on each other: one language can, after all, see itself only in
the light of another language.’ I am more pessimistic. The small languages have
problems to survive and become heard. The situation is very close to my main
research question: How is the language of the mother heard against the language of
the father? For instance, the Finnish way of writing differs from the AngloAmerican convention, but in order to get their papers published, Finnish
researchers must listen to the ‘master’s voice’ and write according to the
international rules.
Sirkka-Liisa: Yes, indeed. Researchers non-native in the big languages of the
world inevitably need to cross linguistic and cultural barriers if they want to gain a
larger readership. Some have adequate language skills, but many do not. And there
are fields of research, obviously including narrative research, that are especially
sensitive in this respect. Narrative researchers must rely solely on textual means
for reporting their findings – they cannot use statistics, graphs or photographs to
back up their claims. You need to be persuasive, and inadequate language skills
may seriously compromise your attempts to address an international audience.
I sincerely hope I have been able to help you make your voice heard in the
polyphony of international research. Your efforts to give marginal groups their
voices could probably be applied to all research originally produced in marginal
languages. Being marginal to the mainstream need not be only a hindrance – it
may also be a source of insight and wisdom.
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Kuva: Inkeri Karvonen

Vuorollaan pieni tyttönen rutisti minua kovasti, painoi poskensa rintaani vasten ja katsoa
tapitti silmiini luottavaisen näköisenä. Antakoot tuo katse minulle valoa, voimaa ja
rakkautta. (E 17)

Kuvatarina 8. Läsnäolo.

8 Conclusions
8.1 Promoting relational moral in a multi-voiced,
dialogical teacher identity
I have read teachers’ stories from the perspective of relational moral, and how teacher
identity could be understood as Other-oriented. Such identity is constructed to meet
children’s needs, and it has been variously called vocation, love, trustfulness, hope and
protection. Although teachers often say that they derive satisfaction from their work and
rewards from children, teaching is not a matter of straightforward exchange but a way to
apply the for-giving paradigm: the teacher feels an obligation to serve others without
expecting service in return (Lindqvist 1992, Vaughan 1997).
My interpretations warrant some practical concluding remarks. They are challenges
especially for pre- and in-service teacher education as well as for teacher research. The
main challenge is how to keep hope alive. Substudy II indicated that student teachers
have a serious dream to keep and nurture their hope. Too often, however, we as teacher
educators do not take this dream seriously but tend to underrate it as naïve or idealistic. I
wonder where this pessimistic view comes from and how we could fight against it.
Although teachers often encounter evil and bad things every day (Laitinen & Hurtig
2002), teachers’ work is impossible without a future orientation, hope and love.
1. Elimination of the strict gender division. I have talked about practices that have
traditionally been gender-based. Much about gender is socially learned as the
language of practice. As soon as a novice teacher enters the field (and even during
teacher education), she or he becomes gradually involved in the moral world, i.e. the
stories and narrative discourses, inherent in the education provided in day care centres
and schools. It is hence important, in teacher education already, to promote discourse
between different languages. It is especially important to try to listen to the voices
that easily remain inaudible: many of them tell about the positive moral elements of
teachers’ work. This inquiry indicated that listening to different voices is important
because we cannot force anybody to hear any specific voice, but we can encourage
the desire to be sensitive to hear different voices. Teacher education should encourage
student teachers also to break the traditional gender divisions in education.
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Quoting Hansen (1998) and van Manen (1991), we could argue that each teacher,
whether a woman or a man, applies some relational moral. But this is not easy,
because it might be attractive to adopt the voices appreciated in the official,
authoritative discourse. That is why I was impressed by Peter MacLaren’s claim
(1993, 219–230) that, by listening to counter-narratives, i.e. the voices of silenced
teachers, teachers can develop border identities which enable them work against
powerlessness. Each teacher who applies relational moral must adopt some kind of
border identity, which helps her/him to take sides with those who are weaker. For
McLaren (1993, 220), ‘border identities are created out of empathy for others’ with
respect for difference.
The border identity highlights the significance of embodiment because many
characteristics of identity are written in the body, including sex, gender, race, religion
and class. Embodiment in itself is a border phenomenon, straightforward on the one
hand but elusive on the other. The concept of border identity is therefore especially
applicable to persons who cross the gender boundaries: male teachers who adopt
relational moral and female teachers who speak the language of the father also need
to have their stories heard.
2. Promoting multi-voiced dialogues in teacher identity. Relational moral in the
teacher’s identity consists of multiple voices spoken in many different ways and from
many directions. We could also classify this moral by asking about the place, time and
culture. My choice, the differentiation between the language of the mother and the
language of the father, is only one alternative. Often, however, we get involved in
discourse where the authoritative language of the father speaks louder than the
internally persuasive discourse of teachers. This also happens in our own inner
speech. This is what Pilar Alberti (1999, 131, 139–140) calls ‘power over inside the
single person... a tyranny we exercise over ourselves.’ The language of the mother
and the language of the father are both present in teachers’ stories, and they cannot be
approached as completely separate phenomena, as the presence of one prerequires the
presence of the other. In order to produce discourse, i.e. a voice responding to another
voice, the speaker needs to listen to other discourses (Elbaz-Luwisch 2002).
Those (e.g. Koehn 1998, Schutz 1998) who have been critical about the ethics of
care have especially argued that caring is not enough. Daryl Koehn’s concern has
been that caring pays too much attention to the caregiver’s perspective. She
presupposes a ‘dialogic ethic’, which could take into account ‘many different voices
in human community, including trust, empathy and care’ (p. 163). Her argument is
close to what I have talked about ‘Bakhtinian’ multi-voicedness.
Relational moral is not negated by the fact that teachers occasionally make
solutions that run counter to the principles of relational moral. What is significant,
however, is that teachers also manage to act in accordance with this moral. In this
way, teachers promote the voice of relational moral by choosing voices that are
highly valued within the educational practice but can be ignored or denied in the
official professional discourse (Elbaz-Luwisch 2002, 7).
Based on the present findings, there is a challenge for researchers, too: teachers’
stories should be taken seriously rather than discursively silenced by theauthoritative
and single-voiced discourse of science (Hakasalo 2000, 200). We should attach
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special attention to where the voices of relational moral are heard from, who is
speaking and what other voices are audible (Burbules & Bruce 2001, 1109). McLaren
(1993, 221–222) reminds us about gender in the academia by arguing that especially
male critics are too often blind and deaf to their positions as masculine individuals
and, for that reason, mistakenly speak for others.

8.2 Dialogical body voices in educational practice
Teachers construct their identities within the social and cultural processes of their
everyday experiences. The phenomenological effort to describe, even if incompletely,
experienced embodiment and pre-discursive sensual or emotional experiences
acknowledges the fact that people live their lives constrained in their bodies, which is
sometimes healthy, sometimes ill and always bound to die some day (Lupton & Barclay
1997, 10).
In educational practices, the body deserves more attention than it has so far been
given. If teachers learn to listen to their personal bodily experiences, this may have
consequences at many levels of education. First, teachers learn to know themselves better
and to recognize how they feel physically and mentally. Second, teachers become
conscious about education as a fundamental process of production and reproduction of
bodies grounded in physical settings (Nettleton & Watson 1998, 2). The physical settings
are far from neutral. Each piece of furniture, tool and material and the way they are
organized have a story to tell in day care centres and classrooms, as they represent some
intentions (Burbules & Bruce 2001, 1109).
Third, the more complex social and political connections are also manifested through
the body. Body voices are numerous, contradictory and just as easy to misinterpret as
other voices. The cultural and societal background, age, race, ethnicity and class as well
as the material environment of the educational setting are of crucial significance in view
of the discursive practices, not only in spoken language but also in the ways in which
bodies are organized and controlled in discourse. (Burbules & Bruce 2001, 1108.)
The political significance of the body and its connections with power are manifested in
the organization of educational practices by space, time and physical settings. Some
researchers (e.g. Palin 1996, 228–229) have claimed that women have been given the task
of rearing the future generation ‘under male eyes’. School architecture has traditionally
produced ‘industrial facilities’ with long corridors lined by ‘production halls’, where the
children sit in rows and the teacher moves more than the children (Gordon et al. 2000,
175–179). In this respect, Finnish day care centres are more compatible with the language
of the mother, as they advocate the significance of each group’s home area and the
children’s freedom to move. Leena Tauriainen (2001, 176–178), however, has been
critical of the ways day care centres use this freedom: in many of them, the teachers do
not pay enough attention to the children’s physical rhythms or nervous system. She argues
that the bodily rhythms should be taken more seriously in early childhood education.
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8.3 Narratives as a way to promote relational moral
1. Narratives are an effective tool to make relational moral visible and to re-interpret old
concepts. Narratives bind single events to the larger scheme of the plot, are close to
practice and also contain moral voices of what is a good practice in each specific
situation or context. Narratives allow stories to be read as multi-voiced discourses.
They enable research on both how things are spoken about and what is said about
them. This may help to discover new directions, traditions and discourses of audible
voices. For example, in addition to body voices, Elbaz-Luwisch (2002, 10–11) writes
about the voice of a dreamer as internally persuasive discourse.
Naming helps to create order in chaotic situations, as it places things in a social
context (Honkasalo 2000, 73). One instance could be to listen to teachers’ own words
and to be sensitive to them. Speaking about vocation, love or hope is one way to do
that. In addition to naming, it is important to re-read concepts and thereby to assign
new meanings to them. In this research, especially change carried a different meaning
compared to that in the educational policy. Narrative-based new interpretations help
us to expand the contents of teachers’ identity stories, to make them multi-voiced and
to enhance awareness of different voices.
2. Narratives differ in strength. The types of narrative used in this project included
written and oral biographies, episodic biographic descriptions and descriptions of the
everyday reality of education. Different stories allowed different voices to be heard.
In substudy IV, we argued that story telling is a kind of reflection and that both
teachers and researchers need different stories to gain deeper insight into teachers’
work. Diaries, poems, letters and dreams would open some windows into this world,
which has traditionally been considered non-linguistic. There is a need to read and
appreciate different narratives and to tolerate different ways of knowing. Diaries may
serve as a way of writing that allows at least some reflection on embodiment.
3. Narratives are a tool to hear differently. I am looking back on my work with teachers’
stories. I started with questions about moral voices in teachers’ stories. And I finish
realizing that I have studied simultaneously my own moral voices. No clear-cut
answers have been found, but I find I have become more curious and conscious about
the struggles between the language of the mother and the language of the father in my
own moral horizon.
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Appendix 1
Table 1. The basic procedure of each substudy.
Procedure

Substudy I:
A moral voice of
vocation in teachers’
narratives (Estola,
Erkkilä & Syrjälä)

Substudy II: Hope as
work: student teachers
constructing their
narrative identities
(Estola)

Substudy III:
Whose reform?
Teachers’ stories from
silence (Estola &
Syrjälä)

Substudy IV:
Love, body and change – a
teacher’s narrative
reflections (Estola &
Syrjälä)

Substudy V:
Body in early
childhood.
Teachers’ stories
(Estola)

Starting year

1997

1999

2001

1999

2000

Tellers

3 female teachers: 1
early childhood
teacher, born in the
1930s; 1 primary
school teacher, born
in the 1940s; 1
undergraduate math
teacher born in the
1960s

35 student teachers
aged 20-55 years: 33
women, of whom 8 in
the early childhood
educ. progr., 24 in the
primary school teacher
educ. progr., 1 in the
subject teacher educ.
progr., 2 men in the
primary school teacher
educ. progr.

18 teachers: 2 men, 16
women. All had more
than 15 years’ work
experience at different
localities, schools and
shool levels.

1 primary school teacher,
born in the early 1960s.
Over 10 years’ experience
as a teacher.

8 early childhood
education teachers,
7 women, 1 man
participating in an
in-service course.
Working
experience varied
from a few years to
approximately 20
years.

Research
material

Varies in each case:
autobiographies,
interviews,
observations,
reflective diaries.

Written reflective
comments on teachers’
autobiographies.
Autobiographical
episodes

Written or oral
autobiographies
submitted either
directly to our project
or to the Finnish
Literary Society

Written autobiography,
diaries, letters, discussions,
interviews, observations,
photographs.

Reflective thematic
essays about
critical/
unforgettable
events of becoming
and being a
teacher.

Research
questions

1. How does vocation
come about and
develop into a
personal experience?
2. What is the content
of vocation in
teachers’ stories?
3. What do teachers’
stories say about the
ways in which vocation is manifested in
the practice of teaching?

How do student
teachers construct their
teacher identities from
the perspective of
hope?

1. How do Finnish
teachers describe school
reforms and changes in
the classroom
2. How do teachers
‘translate’ the moral
language of
administration into their
own language of
teachers.

1. How does love emerge
and become manifested in
Helena’ autobiography?
2. How does Helena write
about love as an embodied
practice in her diary?
3. How do love and change
intertwine at the classroom
level in Helena’s
interviews?

What is the
embodied character
of education in day
care centres?

Main features
in the process
of reading
stories

Numerous
discussions, with the
researchers as
responsive listeners.
Applications of
vertical and
horizontal analysis
Kelchtermans (1994)
1. The plots of each
story 2. Thematic
analysis of the
content of vocation 3.
Thematic analysis of
the manifestation of
vocation as caring

Voice-centered
relational method in
five stages (Mauthner
& Doucet 1998)
1. Reading each story
by searching for first
impressions about the
themes, plots, 2.
selection of cases for
further analysis 3)
Inductive, horizontal
reading to discover
larger themes 4)
Decision to adopt
‘hope’ as a theoretical
concept 5) Thematic
reading from the
perspective of hope

Attention to the
presentative and
representative nature of
language (Freeman
1994, Rogers et al.
1999)
Interest in listening to
what the stories tell to
us.
1. Reading stories from
the viewpoint of three
stages in the school
reform. 2. Identifying
themes discussed by
teachers concerning the
reform. 3. Analysis of
how teachers write
about the reform

Empathetic, responsive
listening (Brown and
Gilligan 1992).Voice as
dialogical (Wertsch 1991).
Listening to Helena’s story
as a process of reflecting
voices of her story and our
own stories. Finding the
similarities and
differences: narrative
echoing as emotional links
(Elbaz 1992).

Responsive
listening (Brown &
Gilligan 1992).
One story as an
‘evocative
anecdote’ to
describe the main
themes of the
research (Weber
1993). The other
stories as
supplementary and
complementary
material.

Main findings 1. Vocation as
emerging in practice.
Defending the
defenceless, joy and
fear of losing it
2. Caring

1. Aiming hope: in
loco parentis: trust,
protection, change
2. Fears of losing hope
3. Challengers of hope:
forbidden fruit,
academy, educational
and social policy

Six ways to respond to
reform: silence, irony,
submission active
resistance,
opportunities,
commitment (= a
change in one’s own
classroom)

1.Love as a moral horizon:
to learn to love by being
loved, to learn to love
children, love as struggle
2. Embodied love:
interaction with children,
love of oneself
3. Love in the curriculum:
a curriculum of one’s own,
time and power

1) To be seen and
heard, 2) As a
model, 3)
Embodied
routines: rhythm
and time, power.

