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SUMMARY
Purpose and background of the study.

Through a critical dialectical analysis, the present study explores idiosyncratic
cultural patterns of refraction of what is termed ‘the global educational reform
movements’ (GERM) that emerge when stories of Norwegian teachers’ lives are
interpreted in light of grand narratives and concepts of modernity. ‘GERM’ refers to
current educational agendas of world organisations and corporations, such as the
United Nations, the World Bank, the Organisation for European Economic
Co-operation (OECD), non-governmental organisations (NGOs), and the Partnership
for 21st Century Learning (P21, 2017). These are characterised by ambiguous policies
of inclusion, diversity and sustainability on the one side, and decontextualised

standards, output monitoring and accountability governance on the other.

A central premise of the study has been that local responses to and ‘translations’
of the policy changes in Norwegian education during the last decades are not
necessarily in correspondence with the intentions of the policy initiatives or
agreements. Another premise has been that GERM represents a continuation and
transformation of the ideals of Modernity, where the efficient and accelerated
accumulation of generic knowledge and skills is viewed as essential to societal growth
and success. The metaphor of ‘policy refraction’ expresses a third premise of the
study. The concept of refraction as used in the social sciences refers to ways in which
the direction of policies is transformed and bent on national, local and individual
levels. The concept is a metaphorical abstraction of the behaviour of waves where
the direction and shape of a wave is altered because of the interaction with a specific
physical environment. Translated into sociological terms, this means that the ‘waves’
created by changing policies are ‘echoed’ or ‘refracted’ in diverse ways, depending on
the social structures and unique history of a given human environment. The
refractions of political reforms are not only assumed to be seen in repercussions on a
grand societal and national scale, but are also expected to be observable on ‘micro’
levels, as in the actions and expressions of people directly exposed to policy changes

in education—in this case teachers.



Theoretical and methodological framework.

The epistemological and methodological viewpoints and philosophical tools
developed by Ricoeur and Goodson have made it possible for me to create a research
design, which may describe and analyse trajectories and translation of educational
policy reforms considering historical, institutional and cultural contexts, as well as
phenomenological perspectives. In this study, the structural and subjective dimen-
sions in teachers’ enactments of policies are understood dialectically—as related
pairs of reality that mutually both exclude and reinforce one another. Societal and
individual responses are thus regarded as equally important to address when
investigating how global trends and policies within the field of education might be

‘bent’ on local and individual levels.

Furthermore—to be able to ‘read’ the policy refractions in a detailed and non-
intrusive way, | have chosen Ivor Goodson’s Life History approach, which | have
placed into the frame of Paul Ricoeur’s theories of narrative, metaphor and critical
hermeneutics. The combination of Ricoeur and Goodson’s approach and concepts of
narrative represents an elaboration of their theories, where their theoretical
viewpoints and concepts mutually enrich and modify each other, and where the
narrative terminology is pragmatically adjusted to perspectives and conceptuali-
sations within neighbouring fields of research, such as history and sociology. While
Ricoeur and Goodson’s narrative theories primarily serve to structure the various
phases and stages of the research process, the application of concepts outside of

Narrative serves two purposes:

e To expand the epistemological and ontological premises of the research

design.

e To work as metaphorical bridges to new understandings and conceptuali-

sations of the research findings in the final stages of analysis.

In line with the first purpose, my conceptualisation and understanding of how
individual teachers respond to educational reform movements is coloured by
Stephen Ball’s concept of embodied policies, policy enactment, and his definition of
GERM, as well as by Pierre Bourdieu’s sociological concepts of ‘habitus’ and ‘agency’.

Among the theories and concepts serving the second purpose are Ricoeur’s work on
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‘Memory, History, and Forgetting’, the concept of ‘refraction’ as used by Tim Rudd
and Ivor Goodson, and by Bourdieu—as sketches of modernity by critical theorist’s

such as Georg Simmel, Walter Benjamin, Zygmunt Bauman, and Hartmut Rosa.

Design.

Nine life story interviews with teachers practicing in the Norwegian primary and
secondary school have been conducted and categorised. Three of these interviews
were selected for further translation and re-narration into English and a Life Story

design, inspired by Goodson’s Life History approach.

The interpretation of the Life Stories was based on four levels of abstraction,
according to Ricoeur’s hermeneutical arch model—the Naive, Structural, and Deep
phases, and the final level where metaphors of wave behaviour are used to

reconceptualise empirical findings of the three former levels of abstraction.

Findings.

Through discursive positioning, or hierarchal ranking of priorities disclosed in the
Life Stories, all three teachers appeared to have opened a professional and
autonomous space in their teaching practices. This space also seems to have provided
them with an opportunity to place the needs of pupils, parents and colleagues among
their top priorities, above the demands and aims of central policymakers and
governance. All three teachers appeared to have preserved ideals and practices that
resonate with the Norwegian unified school model developed in the period from the
1930s to the 1990s, and its emphasis on egalitarian, democratic, inclusive, formative,
and folk-oriented education. The results of the contextual and historical analyses
indicated that all three Life Stories expressed various ways of resisting and
negotiating central (including global) policy initiatives and governance that failed to
match local school context and history, as well as professional and communal
discourses of education. The way in which the individual teachers expressed this
resistance revealed differences. These differences seemed to be related to local

religious, class, and gender practices traceable to the 18™ and 19*" centuries.
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In the final part of the analyses, where the results were scrutinised through the
metaphorical lens of ‘refraction’, | discovered that the concept of refraction made
more sense when contrasted with other metaphors of wave behaviour, such as
diffractive or reflective movements. ‘Diffraction’—in a metaphorical sense—points to
the bending of reform policies, which seems to occur when institutional or
professional autonomy is reduced by external monitoring and control—possibly
leading schools and teachers into shadow-practices or ‘pockets of resistance’ to
resolve a balance of forces. ‘Reflection’, on the other hand, points to superficial
reform ‘outputs’, where measured results and activities merely communicate
illusions of progress—not school-life realities as experienced by the professionals
working within the school setting. Because of these considerations, | decided to
combine the three concepts in the further metaphorical analyses under the term

‘refraction, diffraction, and reflection” model (RDR-model).

| found, through the RDR analysis, that aspects of refractive, diffractive and
reflective responses to GERM were present in every narrative, just in different
proportions and facets, depending on the resonance between the external policies,

the local cultural context and the teachers’ professional autonomy and beliefs.

Conclusions.

What relevance has Modernity, with its inherent race for change, rationality,
instrumentalism and excellence, to the local refractions of educational policy
changes? As portrayed in all three Life Stories of this study, time, pace, and societal
acceleration seem to be important dimensions in the comprehension of teacher’s
idiosyncratic responses to GERM. These dimensions are sometimes expressed as local
cultural ‘slowness’ or an opposite ‘metropolitan’ urge for change and tempo; in other
cases, as signs of stress and unfulfillment, or other negative reactions to constant
demand for tempo and effectiveness—combined with worries about the strain these

demands put on children and pupils.

Xiv



The results of the present study are not to be understood as ‘facts’ about
Norwegian teacher’s attitudes to reforms, but rather as hints or suggestions to the
policymakers, and as an invitation to ‘listen back’ or become more attentive to the
experiences and knowledge that Norwegian teachers represent. What seems to be
the central ‘message’ from the three narratives used in this study is that much of the
teachers’ professional energy is spent on ‘caring for’ the pupils, protecting them from
possible adverse effects of GERM policies, such as instrumentalism and test regimes.
The study also points at the possibility that important information about how the
reforms are received may not be communicated back to the policymakers, that is,
transparently conveyed as true responses that can be rationally treated and

constructively applied by the central agencies.
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CHAPTER 1

INTRODUCTION

The overarching aim of the study is to describe, explain, and understand trajectories
of the global educational reform movements as enacted and recontextualised on a
local and individual level. The study situates the global policies within a context of
ambiguous discourses and ideological tensions. These tensions are visible in the
human rights ambitions of quality, inclusion and equity represented by the
educational initiatives of the United Nation (UN) and the European Union (EU) on the
one hand—and in their concurrent embrace of universal standards (‘best practices’),
test and output monitoring, and reliance on a growing global education industry (GEl:
e.g. OECD, The World Bank, P21), on the other hand. The study puts these
contemporary developments into a historical perspective, as expressions of times of
‘fluidity’, characterised by societal acceleration and marketisation of culture and
identity formation (i.e., liquid modernity). Additionally, the study interprets the
current global educational agendas as a continuation of a ‘modernity narrative’,
where science and education are perceived as a key to economic growth and
personal emancipation. What | have found particularly interesting in this matter is
whether the ‘modernity narratives’ and discursive tensions in the current global
agenda are of significance or noticeable in local educational practices, and further,
how the global educational agendas are negotiated by individual teachers in their

daily life and work settings.

Through a critical dialectical analysis, the study explores and explicates idio-
syncratic responses to the global educational reform movements that emerges when
stories of Norwegian teachers’ lives are juxtaposed to grand narratives of modern
development and ideals in the Norwegian history of education, and abstracted

through critical concepts of modernity. The main aim of the study is to investigate:

What can Norwegian teachers’ Life Stories, analysed in light of grand narratives and concepts of

modernity, tell about idiosyncratic cultural responses to global educational reform movements?



The theoretical framework of the study is inspired by Paul Ricoeur’s dialectical
approach to hermeneutic and narrative theory and Ivor Goodson’s Life History
approach and concepts of the five Rs of education.! The epistemological and
methodological viewpoints and philosophical tools developed by Ricoeur and
Goodson have made it possible for me to create a research design, which may
describe and analyse trajectories and a translation of educational policy reforms in
light of historical, institutional, and cultural contexts, as well as subjective
phenomenological perspectives. In this study, structural and subjective dimensions in
teachers’ enactments of policies are understood dialectically—as related pairs of
reality that mutually exclude and reinforce one another. Societal and individual
responses are thus regarded as equally important to address when investigating how
global trends and policies within the field of education might be ‘bent’ on local and
individual levels. To incorporate a perspective of cultural transformation and change |
have combined several theoretical ‘access points’, from phenomenology and
hermeneutics to sociology and critical theory. These theories are not necessarily
complementary in a strict understanding, but have all been useful in my dialectical
approach to the interpretation of the empirical material. The analytic model applied
in this study, is an operationalisation of Ricoeur’s work on the hermeneutical arch
(Ricoeur, 1974, 1976, 1991, 1999, 2003), metaphor (2003), and narrative (19903,
1990b, 1992, 2004, 2005), Goodson’s (2008, 2014) critical narrative- and Life History
approach, Ball’'s (2017) concept of embodied policies and Bourdieu’s concept of
habitus (1977).

Before presenting the research questions, | shall give a brief outline of the
motivation for the study and introduce the central concepts used, together with the
theoretical basis of the study. The conceptual, theoretical, and methodological issues
inherent in the project will be further elaborated in the following two chapters of
Part I.

1 Five Rs: ‘Refraction’, ‘Remembrance’, ‘Regression’, ‘Reconceptualisation’, and ‘Renewal’ (Goodson, 2015). See

Chapter 3: Theoretical framework.



1.1 BACKGROUND

A GLOBAL EDUCATIONAL AGENDA?

The prime motivation for the study emerged gradually from my former studies of
changes in educational policies over the last two decades in Norway (see. Stray, 2008,
Stray & Voreland, 2017), that is, the initiation and implementation of quality
assurance systems in secondary education. In this process, | became aware of cross-
national similarities in the new educational governance, where a strong emphasis
was placed on output monitoring and accountability mechanisms. | also noticed that
the use of language in policy documents resembled administrative and economic
terminologies that characterised the discourses of new public management and
‘knowledge economies’ in the 1980—1990s (e.g., New Public Management (NPM),
see Hood, 1995, p. 96, pt. 6 and 7). Educational discourses connected to economical
terminology are far from new. The concept of ‘knowledge economy’ was introduced
by Drucker already in 1969, and further thoroughly elaborated by theorists such as
Daniel Bell (1973) and Manuel Castell (1996) who argued that ‘knowledge’ and
information’ represented the new core engine of economic growth in modern,
industrialised societies. What struck me as new, and as an obvious paradox, was that
the same policies were promoting aims of inclusion and visions of embracing diversity

in education (e.g., the Education for All Movement [UN, 2014]).

It might be argued that a universal global agenda in education is highly
improbable, due to the multiple outsets and governmental circumstances that
characterises the different national traditions and cultures, as well as global networks
(see, e.g., Beech, 2009). Although the responses to a global agenda might vary, the
fact that it has been constructed and promoted by international agencies and
institutions is evident in educational reports of, for example, the World Bank (2005),
and OECD (2015). The most prominent examples of a global agenda in education are
seen in the Millennium Development Goals and the Education for All Movement

[296]2, where inclusive and sustainable education for all is anticipated by the year

2 The square brackets ‘[]’ point to contextual signifiers in Appendix 2 (the historical periodisation of grand

narratives).



2030 (previously 2015). The draft of the new development goals in education
(Education 2030), presented at the Wold Education Forum at Incheon in 2015, uses

the expression ‘the global education agenda’ in the introduction:

Building on and continuing the EFA movement, Education 2030 takes into account lessons
learned since 2000. What is new about this agenda is its focus on increased and expanded
access, equity and inclusion, quality and learning outcomes as well as lifelong learning. A key
lesson of the past years is that the global education agenda should work within the overall
international development framework rather than alongside it, as occurred with the separate
EFA goals and education-related MDGs

(EFA Steering Committee, 2015, p. 2)

That this agenda of inclusion and lifelong learning also has been coupled with

accountability mechanism and output monitoring is also evident in the same draft,

emphasising that:
At the national level, countries should evaluate the effect of their education policies on
achieving the Education 2030 targets. They must build on monitoring results and research
findings to ensure effective evidence-based decisions and results-oriented programmes. An
evaluation process would look at all components of an education system with the aim of
sharing lessons, opening debate on what works and providing constructive feedback. Key
principles for the evaluation approach include the centrality of teaching and learning quality;
the importance of school leadership; equity and inclusion as key dimensions; transparency;
and partner participation at all levels. Overall, evaluation activities should contribute to the
accomplishment of both accountability and development objectives. Furthermore, at the
global level, the convening agencies commit to evaluating the effectiveness of their

coordination mechanisms and the extent to which their programmes support countries in
implementing Education 2030

(Incheon Declaration, 2015, p. 29).

Realising that such a global agenda existed, a question that became increasingly
relevant was how teachers respond to and solve this apparent ambiguity of
‘embracing diversity through standardisation, accountability and output
management’ in their daily teaching practice. Equally interesting to me was to gain
knowledge of how such an agenda would manifest itself differently depending on the
social, economic and cultural context in which the global policies are implemented
(see Stray & Voreland, 2017).



GLOBAL EDUCATIONAL REFORM MOVEMENTS AND LINKS TO MODERNITY.

Policy studies following national and cultural trajectories of what has lately been
termed ‘Global Educational Reform Movements’ (GERM) have grown to be an
extensive field of research the last couple of decades. The scholar most engaged in
research of policy trajectories is Stephen Ball. Recognising familiar traits in global
reform initiatives, Ball (2017) characterise GERM to be composed by five closely

interrelated features:

1. A standardisation of education, which involves an emphasis on learning and performing
outcomes of education, and national or central curriculum targets and decryptions based on
a belief that performance standards will enhance the quality of educational outputs. The
standardisation of curricula is also coupled with external evaluation systems, developed to
monitor target attainments—creating a global homogenisation of education policies, where

standardised solutions are offered at a lower and lower cost.

2. An emphasis on core skills, as literacy, numeracy and science. International tests and
comparative surveys, as PISA, TIMSS and PIRLS is applied as indicators for success or failures

of national education systems, at the expense of other subjects and content knowledge.

3. A quest for confirmed ‘gold standard’ approaches to learning (what works), which implies a

low level of risk taking in teaching, and leads to restricted use of alternative didactics and

pedagogy

4. The use of corporate management models as a framework for quality improvement,
borrowing and lending business-practices, ending up targeting productivity and performance

rather than humanity and moral values.

5. Introduction and practice of test-based accountability policies, which ties school
performance (pupils’ achievements) to processes of accreditation, school inspections,
teacher promotion, and eventually payment-by-result—leading to practices of ‘teaching to

the test’ within schools, and especially within literacy-, numeracy and science.

(cf. Ball, 2017, p. 8-9)

Ball’s characteristics of GERM could support a notion of it being a contemporary
manifestation of modernity—as a global acceleration of society. In several fields of
research, the Post-War period and up to the present is characterised as a break with
modernity. In these research traditions, the shift is marked by the signifier
‘postmodernity’. In some fields, one rather talks of an emergence of a new phase of

modernity—where the ‘break’ from ‘classic modernity’ is more a question of societal
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acceleration, political fragmentation and increasing global fluidity (e.g., Baumann,
2008; Rosa, 2015). That the global educational policy discourses could represent such
a continuation of modernity is obvious in Gibbins’ (1998) discussion of the ‘post’ in
‘postmodernity’, where he lists characteristic traits of a ‘modern society’. Several of
these traits still serves as representative ideals and visions of GERM today, such as a
strong belief in education, universal standards (mass culture), evidence-based
practices and digitalisation (science and technology) as drivers of sustainable
progress and growth:
While there is not agreement [on what characterises the ‘post’ in postmodernity], most
authors see modernity as multidimensional, featuring such diverse elements as industrial
production; priority given to production and technology; a class-based social division of labour;
the modern state; rationalism; materialism; faith in education, science and progress and the

growth of individualism and mass culture, plus a regimented division of the private and public
worlds.

(Gibbins, 1998, p. 40)

A present continuation of the modernity narrative may also be supported by the
observations of Brown et al.’s (2008) picturing of the 21st century as characterised by

a ‘digital Taylorism’:

If the twentieth century brought what can be described as mechanical Taylorism characterised
by the Fordist production line, where the knowledge of craft workers was captured by
management, codified and re-engineered in the shape of the moving assembly line, the
twenty-first century is the age of digital Taylorism. This involves translating knowledge work
into working knowledge through the extraction, codification and digitalisation of knowledge
into software prescripts that can be transmitted and manipulated by others regardless of
location.

(Brown et al., 2008, p. 143)

A similar connection is made by Aslaug Kristiansen (2015), referring to the
resemblance between modern ideals of instrumental rationality and society’s current
investment and belief in ‘human capital’:

Instrumental rational thinking has been central in the development of modernity and of
Western societal life. The ideas can be traced back to the scientific view of knowledge
stemming from the scientific and technological revolution in the 17th century. Rationalization

means, according to [the] Stanford Encyclopedia of Philosophy based on Weber’s statements,
a historical drive towards a world in which ‘one can, in principle, master all things by
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calculation’. The relation between the human and nature is a subject—object one in which
knowledge is considered as an instrument for human control and mastery over nature
(Gustavsson, 2001). Today, instrumentalism is taking place in almost all areas of human life.
People are living in what Ilan Guur-Ze’ev (2005) describes as ‘a multicultural world governed
by instrumental rationality and global capitalism’ (Guur-Ze’ev, 2005, p. 21). Within the field of
education there have, through the years, been different interpretations of instrumental
thinking. For instance, instrumentalism and instrumentality are presented as different inspired
by John Dewey (Dewey, 1916) compared to the view one can find in a behaviourist position
represented by B. F. Skinner’s work (Skinner, 1976). The present situation is a more explicit
and formal political relation between education and economic growth. Modern capitalism is a
rational mode of economic life based on probability and risk calculation. An investment in
human capital is considered as one determinant of economic growth. According to the OECD
report, ‘Human Capital: How what you know shapes your life’ (2007), human capital has
become a key factor in both people’s ability to earn a living and wider economic growth.

(Kristiansen, 2015, p. 117)

In the present study GERM is thus understood as part of a progressive® historic
wave of development, rooted in modernity. Here, modernity refers to the discourses
and ideals that followed the rise of industry in the 18" and 19" centuries, where
education represented a vital component in the modernisation of sovereign states
(Strydom, 1997). To support the perspective that GERM may be interpreted as a
current version of the ‘modernity narrative’, | shall, in Chapter 3, reactualise writings
by Walter Benjamin and Georg Simmel, which clearly illustrates the parallels between
their sketches of ‘classic modernity’ in the late 19t and early 20™" centuries, and the
present ‘postmodern’ times (see Chapter 3). In Chapter 5, | shall also try to show the
relevance and fruitfulness of juxtaposing Norwegian teachers’ life stories to a
historical periodisation or grand narratives of modern development and ideals in the
Norwegian history of education, in my efforts to comprehend and explicate their

idiosyncratic responses to GERM.

3 The use of the term ‘progressive’ in this study, points to the modern narrative where education is seen as a key
component in societal and economic growth, and as a path to personal emancipation and civic success—
enabling a move from ‘rags to riches’. This has traditionally often been associated with a left-wing agenda in
education policy, but it is seen in right-wing policies as well, especially in the last two decades. Within right-
wing policies, the modern progress narrative tends to favour marked principles applied to reform particular
aspects of a given state system, e.g., privatisation, austerity measures, output monitoring, and accountability
mechanisms (cf. Rudd & Goodson, 2017, p. 1).



THE NEED FOR CRITICAL STUDIES AND ALTERNATIVE VISIONS IN EDUCATION.

As GERM influence continues to expand and shape national policies around the
world, there is an urgent need for studies following the reception and negation of
global policy discourses on local and individual levels (Rudd & Goodson 2017). | shall
account for the arguments posed for such studies by referring to research-project
recommendations suggested by Steven Ball (2017), Paul Ricoeur’s reflections on
political praxis and philosophical discourse, and Goodson’s appeal to educational

scholars to engage in critical studies of refractions of ideology and power.

Ball (2017) points to the growing use of dynamic concepts in policy analysis, and
argues for the need for additional research that might discern how policy work is
shaped and done within the discursive practices, relationships and frames of people’s
daily lives and labour. To comprehend global movements of educational reform and
policy—as | understand Ball—one needs to place a greater emphasis on how they are
attained in practice. He points at studies that avoid a macro-micro division in their
policy analyses, and how they can recognise ‘the limits and possibilities of actor’s
enactment of policy’ and to ‘appreciate both the reiterations and creativity of such
enactments’ (Ball, 2017, p. 15). He holds that:

Policies both change what we do (with implications for equity and social justice) and what we
are (with implications for subjectivity, personhood and sociality). However,-the focus of policy
analysis and policy research is not solely on what “we do”, but also, as Foucault puts it, what

we do does. That is, on the outcomes, consequences and effects of policy in terms of well-
being, equity, democracy and social justice.

(Ball, 2017, p. 15)

In a dialogue between Ricoeur and Richard Kearney (2004, p. 137), Ricoeur
addresses how political language basically must be seen as rhetorics of persuasion,
and that it is pointless to distinguish between ideological praxis and philosophical
discourse. In this sense, a political discourse, such as neoliberalism* (or marxism for
that matter), can never be approached or claim the status of a universal science.

However, Ricoeur suggests to use the idea of ‘a right to capabilities’ as a valuable

4 For example, the rhetoric neoliberal phrase, or the so-called TINA-slogan of Thatcher: ‘There is no alternative,

or ‘There is no society.’
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criterion when evaluating, justifying or comparing political initiatives and ideas, to
prevent monopolistic and elitist ideologies to restrain people’s freedom to think and
act according to their beliefs (cf. Ricoeur, 2005, p. 149)

Recently, Goodson called for fellow researchers within the field of education to
join forces in a quest to change and promote optimistic and alternative visions of
education to those of neoliberalism. He proposes replacing the traditional three Rs of
education (Reading, wRiting, and aRithmatic) with five alternative Rs, which he
argues could serve as useful steps towards resistance of a neoliberal influence in
education (GERM): ‘Regression’, ‘Remembering’, ‘Reconceptualisation’, ‘Refraction’,
and ‘Renewal’. He justifies this rethinking of the educational Rs by stating:

Together they [the five Rs] can provide at least a partial antidote to the dubious and damaging

educational rhetoric associated with the promotion and normalisation of the neoliberal order.
Identifying them, and acting on them, represents a useful step towards the 6" R: resistance.

(Goodson, 2015, p. 34)

In efforts to explain the adoption of ‘regression’ in a sociological and narrative
perspective (not psychological or statistical), Goodson (2015) points to the belief in
‘change and progress’ of our time. He notes that the ‘austerity-regimes’ following the
several economic breakdowns of the last decades have caused peoples’ anticipations
of the future to become more obscured and pessimistic, resulting in a narrative of
‘regression’ rather than ‘progression’:

The dawn of a ‘regress narrative’ transforms the political landscape and the positionality of
‘change forces’. If things are getting worse change may not be progressive, as was once the
case, but regressive. In fact, in such a case the progressive position may be to ‘conserve’ the
current situation rather than embrace changes towards a worse situation. | have argued at

length that, in a regress narrative, progressive social reforms face a classic ‘crisis of
positionality’ (Goodson, 2003).

(Goodson, 2015, p. 35)

To approach such attitudes of ‘regression’ in a constructive manner, rather than as
indicators of political retreat, nostalgia or inconsistent reasonings, Goodson (2015)
recommends scrutinising our historical backgrounds, arguing that a way of ‘getting a

sense of where we have come from and where we might be going’ is by remembering
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where we and those before us have been. He gives an example of how to accomplish

this, by referring to one of his previous studies:
It is possible to identify particular historical periods where maximal ‘windows of opportunity’
for broad-based restructuring exist (for an extended commentary on historical periodisation
and education see Goodson 2005). For this reason, it is crucial, when dealing with educational
transitions and reform initiatives, to identify and understand historical periodisation and its
conceptual and methodological limitations. The definition of periods allows us to define the
possibility for professional action and professional narratives at particular points in historical
time. We have found in the Profknow project that the capacities for action and narrative
construction differ greatly according to the historical periods studied. Moreover we can begin
to see how each country, and in some cases regions, has different systemic trajectories. These
historical trajectories mean that restructuring approaches each state or region from, so to
speak, a different angle.

(Goodson, 2010, p. 768)

Goodson (2015, p. 36) emphasises that ‘Remembering’ or the studies of historical
movements and periodisation face the risk of promoting a deterministic vision of
development, turning the actors of a given time into merely passive recipients of
ideology and power. His solution to this problem is studies of refraction,” where
systemic narratives of educational change are juxtaposed to qualitative accounts of
practitioner’s approach by researchers in order to explore

how, and to what extent, their own trajectories, life histories and professional identities
influence their practice, mediate policies, and negate the effects of ideology and power.

(Goodson, 2015, p. 36)

The concept of refraction, in this case, refers to the way in which a person’s (or a
community’s) beliefs and course of actions are at odds with a hegemonic discourse or
societal progress. According to Goodson (2015), the benefit of studying refractions of
policies, is that alternative visions of the future, which risk being silenced or ignored

in the public discourse at a given time, are given a voice.

Goodson (cf. 2015, p. 36) stresses that educational research needs courage to

engage in critical studies which ‘travel’ alongside the political meta-narratives, and

> See Chapter 2 for a more thorough presentation of the different meaning and use of ‘refraction’ in research
studies, and Appendix 3 for a cartography of different networks of scientific strands that apply ‘refraction’, or

closely related concepts and terminologies.
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which reconceptualises what he terms ‘totalitarian and global discourses’. He
encourages researchers to ally themselves in such pursuit of reconceptualisation,
despite the global movements’ disavowal of ideological critigue and creative
imagination at the time being:
For while neoliberalism seeks a uniform social and economic order, such universalising
tendencies have been far from successful. Any social inquiry that is seriously pursued will
uncover considerable variety in the social and political responses to global movements. Our
reconceptualisation needs to move beyond the dominant narratives in education such as:
‘school improvement’, ‘key competencies’, ‘change forces’, ‘restructuring initiatives’,
‘knowledge societies’ and ‘economic competitiveness’ to explore the variations and alternative

conceptualisations which co-exist with these totalising impulses. Reconceptualisation leads on
to analyses of re-contextualisation, and from there to the detailed study of refraction.

(Goodson, 2015, p. 35)

Unlike the former Rs which point towards history, Goodson’s final R, ‘Renewal’,
shows how historical responses could serve as sources to reimagine and
reconceptualise alternative futures in educational policies and practices (cf. Rudd &
Goodson, 2017, p. 8).

1.2 MY MOTIVATION FOR THE STUDY

In the preparation of this project | wanted to carry out a critical analytical study of
the refractions of the newer educational reforms in Norway, seen through the eyes of
practising teachers. A traditional and well-accepted way of doing this would be to ask
for the teachers’ opinions through, for example, questionnaires and surveys, based
on a large, representative sample of Norwegian teachers. Such a study might have
given interesting results, by showing the distribution of teacher current opinions and
attitudes to the reforms. However, as | have pointed out in my previous study on the
use of surveys in educational research (Stray, 2008), important teacher experiences
are ‘silenced’ by the questionnaire design and the wording of the questions. Large
survey projects might be meaningful in demonstrating quantitative ‘effects’ of policy
changes or research innovations. However, in many cases it is hard to draw
conclusions as to what has particularly contributed to these effects. And when a
positive ‘effect’ is shown it is not obvious that the same effect will be seen when the

practices that meet policy standards are transferred from one region to another. In a
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grand Norwegian survey study ‘Laerende regioner’ (‘Learning regions’) four regions of
Norway were compared to understand and explain why the particular county of
Sogn-og-Fjordane had excelled markedly in the national tests (Langfeldt, 2015). Both
quantitative (survey) and qualitative methods were used. The conclusions drawn
were that the differences in measured school results could be understood primarily
as culturally determined, rooted in the particular history and cultural heritage of the
Sogn-og-Fjordane region. The researchers also concluded that since locally rooted
heritage is not exportable, the research findings could not be transformed into

standardised educational procedures on a national scale.

The study illustrates that the local refractions of changing educational policies are
always different, depending on local cultural, historical and contextual circumstances,
in the way that these structures are embodied and expressed in the local schools and
teachers. Realising this, | began looking for methods of research which might give
insight into these ‘micro-enactments’ expressed by the teachers themselves as

subjective statements (discourse)—not ‘filtered’ through a questionnaire.

In this process, | considered Q-methodology® as a possible approach. At that point
Q-methodology seemed to be well suited to collecting and exploring in-depth data of
the range of positions and the complexity of attitudes and opinions held by teachers
(Thomas & McKeown, 2013). However, when working on the methodological design,
| found that the study of teachers’ subjective positioning towards educational policies
alone was insufficient in addressing the context from which their attitudes and beliefs
had originated. Getting acquainted with the narrative methodology of Goodson and
Ricoeur | decided to leave the Q-sort design in exchange for the Life History approach
of Goodson and the methodological directions obtained from Paul Ricoeur’s theory of
narrative. Listening to teacher’s Life Stories would allow me to incorporate a
perspective on change, not just how teachers currently position themselves towards

education policies and ideals. The use of the narrative design would enable me to

¢ Q-methodology is a quantitative research method used in social sciences to study people's ‘subjectivity’ or
points of view on a particular matter. The methodology bears some resemblance to factor analysis (‘R-
method’). However, in a Q-sort, each subject is treated as a variable, which results in a ‘factoring’ of subjects
sharing similar preferences or priorities, in contrast to the factoring of resembling measurements of traits or

responses across individuals, as applied in traditional factor analysis.
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situate teachers’ Life Stories in a broader historical and cultural frame of
interpretation. It also opened a possibility for explaining and understanding the
interplay between societal structures and individual (and group) agency by which the
course of societal development is shaped and directed. Like the Q-methodology, the
aim of the narrative approach is not to reveal ‘the truth out there’, but rather to
explain and understand the rationale behind the personal stories that a person acts
upon in their life—representing both embodied beliefs (habitus) and personal

agency.

1.3 RESEARCH QUESTIONS

In the following, | shall give a short presentation of the narrative approach as
implemented and operationalised in my project, together with the research

questions addressed in the study.

The empirical material used is based on nine initial interviews with Norwegian
teachers. Three of these have been reconstructed into a Life Story design (see
Appendix 1), and subsequently analysed in light of grand narratives of Norwegian

history of education on a national and local level (see Appendix 2).

Following the stages of Ricoeur’s (1974) hermeneutical arch (presented in Chapter
4), | have divided the empirical presentation and analysis of the teachers’ Life
Stories/Life Histories into four levels of abstraction. In addition to Ricoeur’s three
levels of interpretation, the Naive, Structural, and Deep phases, | have added his Rule
of Metaphor as a final level of abstraction, expanding the particular narratives of the

teachers to a perspective of cultural heritage and modern development in education.

The Naive Phase: The first level entails a limited degree of evaluation and analysis.
Here, systemic timelines and teacher’s Life Stories are presented in full, without
further comments and analysis. There is no research question related to this level.
The texts will represent the phenomenological reference base of the study’s ‘data’

(see Appendix 1).

The Structural Phase: The second level of abstraction represents a more structural
phase of analysis in which a statement is approached as a semiotic unit representing
a signifier to a textual ‘map’ or ‘index of meaning’ in the Life Stories—explicating the
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immersed core structures and professional priorities visible in the narrative
emplotment. The research questions posed at this level were:

1. What are the embedded core structures identified in the use of language in teachers’ Life

Stories?

2. What professional priorities can be discerned from the teachers’ Life Stories?

The Deep Phase: In the third level of abstraction, grand narratives of the
Norwegian history of education are used as a contextual and conceptual framework
to reconstruct a cultural heritage of the teachers’ Life Histories. This is obtained by
juxtaposing the grand narratives with the teacher-narratives—uvisualised in a matrix
of responses (see Chapter 6). Concepts of modernity and narrative identity are
further used as a theoretical framework to discern idiosyncratic cultural responses to
the Global Educational Reform Movements. Based on the three levels of analysis, a
set of ‘tensive truth claims’ are generated (see sections explaining the stages of the
analyses and the concept of tensive truth claims in Chapters 3 and 4). The research
guestions were:

3. What cultural heritage and professional priorities can be identified if teachers’ Life Stories

are juxtaposed with grand narratives of the Norwegian history of education?

4. Which inference can be made from the tensive truth claims deduced from research question
3?
The Rule of the Metaphor: Based on the three levels of abstraction, a theoretical
synthesis is generated, enabled by Ricoeur’s instructions in The Rule of Metaphor.
The findings of the analysis is reconceptualised into a model of policy refraction. The
following question was raised in this final level of abstraction:

5. How may a metaphor of policy refraction illustrate idiosyncratic cultural responses to the
Global Educational Reform Movement (GERM)?

1.4 THE STRUCTURAL COMPOSITION OF THE DISSERTATION

The dissertation contains four parts, with three closely related appendices (data
material). The present part (I) consists of three chapters. After the introduction given
in this chapter, Chapter 2 presents a conceptual cartography of ‘policy refraction’.

(Cartographic procedures are outlined in Appendix 3). Chapter 3 addresses literature
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and important concepts of relevance to the applied theoretical framework of the
study, with a strong emphasis on the works and concepts of Paul Ricoeur from 1976
to 2005. This section will be followed by an introduction to Ivor Goodson’s ‘critical
narrative’, Bourdieu’s concepts of ‘habitus’ and ‘agency’, and Ball’'s concept of
‘policy’. The final part of Chapter 3 gives an in-depth presentation of modernity
sketches retrieved from the critical theories of Georg Simmel, Walter Benjamin,

Zygmunt Bauman, and Hartmut Rosa.

Part Il (Chapter 4) presents the methodological framework and design of the study.
The first sections give a thorough account of the methodological operationalisations
and my elaborated model of Ricoeur’s hermeneutical arch, followed by Ivor
Goodson’s Life History approach. The last part of the chapter addresses the final

design of the study, including procedural descriptions and ethical considerations.

In Part Ill (Chapters 5-7), the different phases of analysis and levels of
interpretation will be accounted for in detail. Chapter 5 provides a preliminary
phenomenological (‘Naive’) understanding, the categorisation, selection, and Life
Story reconstruction of the transcribed data material retrieved through the
interviews with nine teachers. This section precedes a semiotic analysis of the three
finally selected transcriptions and Life Story reconstructions. (The fully presented Life
Stories are available in Appendix 1). An in-depth contextual, historical/cultural and
metaphorical analysis is carried out in Chapter 6, followed by a metaphorical
elaboration in Chapter 7. Here, the analytical inferences from the three former levels

of interpretation are abstracted trough a metaphorical lens of ‘policy refraction’.

A broad historical account of the Norwegian history of education in different
periods of modernity, on both a national and local levels, is given in Appendix 2. This
material represents the historical and cultural context (grand narratives), applied as a
structural background against which the Life Stories are juxtaposed and meta-

phorically linked (Chapter 6 and 7).

Part IV (Chapter 8) presents the final discussion of the findings and answers to the
five research questions of the study. The theoretical and methodological limitations,

as well as ethical dilemmas, are handled in the latter part, ending in a final conclusion
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where the possible contribution and relevance of the study to the field of education

policy research, and future educational reform initiatives are outlined.
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CHAPTER 2

THE CONCEPT OF REFRACTION IN POLICY RESEARCH

The tasks of describing, understanding and explaining social movements requires
comprehensive concepts of interaction and transformation. Movement of
educational reforms is often expressed metaphorically, as ‘waves of reform’ or as
analogies of ‘liquidity’ and ‘drifting’ (e.g. Baumann, 2004; Appadurai, 1996; Steiner-
Khamsi, 2014). In my approach to the study teachers’ idiosyncratic responses to
GERM, | have chosen to explore trajectories of policy through the metaphoric lens of
‘refraction’. Since ‘refraction” serves as an important link between a structure
perspective and an actor perspective in the study, a thorough account of the concept
is considered necessary. Thus, in this chapter | shall start by giving a brief outline of
the concepts’ general traits, followed by a cartography of studies of policy refraction.’
The study’s adoption and use of ‘refraction’ will be presented at the end of the

chapter.

2.1 THE CONCEPT OF REFRACTION

Within natural science, theoretical models of refraction have been developed to
describe, measure, and explain the bending of refracted rays/waves. An acknow-
ledged model in this respect is Snell’s law, which provides researchers with a tool to
calculate the angle of a refracted physical wave with great precision. Referring to this
model of refraction, Shelby, Smith, and Schultz (2001, p. 77-79) have described what
characterises the wave behaviour of refracted rays. According to these researchers, a
refracted ray is bent towards the ‘normal’, but never on the same side of ‘normal’ as
the incident rays. The alteration of a ray’s direction (angle of refraction) depends on
the difference and interaction between the materials through which the rays are
mediated. Researchers within the field of natural science argue that singular wave

models, such as ‘diffraction’, ‘reflection’, and ‘refraction’ models, might not be

7 See Appendix 3 for procedures and network maps.



sufficient to understand and explain how waves behave differently in different
physical environments. For instance, sea waves behave differently in different
harbour settings. Concerning the sheltering effect of breakwaters, Ito and Tanimoto
(1972, p. 503) suggest that one should rather ‘treat theoretically together with all
factors of disturbance in a harbour as diffraction, reflection, and refraction of waves.’
| shall return to the concepts of reflection and diffraction used as sociological
metaphors in Chapter 7.The concept of refraction as used in the social sciences refers
to ways in which the direction of policies is transformed and bent on national, local,
and individual levels. The concept is a metaphorical abstraction of the behaviour of
waves where the direction and shape of a wave are altered because of the inter-
action with the specific physical environment. Translated to sociological terms, this
means that the ‘waves’ created by changing policies are ‘echoed’ or ‘refracted’ in
different ways, depending on the social structures and unique history of a given
human environment. The refractions of political reforms are not only repercussions
on a grand societal and national scale, but may also be observed on ‘micro’ levels, as
in the actions and beliefs of groups and individuals affected by the reforms. The
differences in local social environments, social structure, local history, and heritage
will in turn be of great importance to the particular refractions coming from
individuals. Refractions are also to be expected in the way people express

themselves, verbally and textually.

The following sections present different examples of where and how the concept
of refraction or closely related terms and concepts has been used in studies of policy

trajectories in education.

2.2 A CARTOGRAPHY OF REFRACTION AS APPLIED IN POLICY STUDIES

In my search for literature and research networks related to ‘refraction’, | have
narrowed my scope to publications within educational research that encompasses a
dialectic perspective on educational policy implementations. To gain knowledge of
terminologies and research applied to study such relations, | chose to engage in a
cartography of studies where the term or concept of ‘refraction’ has been applied

directly or indirectly through closely related terms.
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The approach has been explorative, following networks of references and
researchers in a rather ‘inductive’ way. The figure below (Figure 1) is an illustration of
the different networks of articles and researchers preoccupied or connected to
research of ‘policy refraction.” Here, closely grouped names represent intra-networks

of co-authors within each of the seven flowcharts.

Authors Authors Authors Authors Authors Authors Authors
citing citing citing citing citing citing citing
Ball, S. Goodson,l.  Spillane, J. Lindgard,B.  Elmore, R. Priestly, M. Supovitz, J.

Taylor, S. Lindgard, B. Barrel, L. Priestly, M.
Singh, P. Garrick, B. Miller, K. Miller, K,
Rawolle, S. Wallace, C. Barret, I.
Priestly, M. Minty, S. Wallace, C.
Johnson, E. Miller, K.
Minty, S. Maclean, J. Weinbaum, E.
Grimaldi, E. Wallace, C. Mulholland, R.
Barzano, G. Grey, S. Maclean, J.
Supovitz, J. Horrel, A. Mulholland, R.
Ball, S. Weinbaum, E. Grey, S.
Maguire, M. Biesta, G. Horrel, A.
Braun, A. Ball, S. Philippou, S.
Hoskins, K. Maguire, M. Robinson, S.
Braun, A.
Trowler, P. Hoskins, K.

Figure 1. A cartography of interrelated research networks related to studies of ‘policy refraction’, based on a
cross-reference analysis.

The cartography is not to be understood as a systematic review (Bryman, 2008).
Compared to a traditional review where the emphasis is on findings, the mapping
procedure used in this study is more in line with an ‘actor/network theory’ analysis
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(ANT-analysis, see e.g. Latour, 2007), where the aim is to visualise the interactions
between society and (techno) sciences, that allows symbols and materials (concepts,
ideas, artefacts or actions) to perform or succeed in a given environment. My
intention in ‘mapping’ the relevant fields of research has been to discern and
visualise how ‘refraction’ is given different meanings, depending on the scientific

strands and methodologies in which the term is applied.

EDUCATIONAL STUDIES OF POLICY REFRACTION.

The use of ‘refraction” mostly appears in research approaching educational policies
from, for example, critical-theorist, post-structural, post-humanist and feminist
perspectives. In such studies, ‘refraction’ also tends to serve as a metaphor for local
renewal or individual resistance to global policy reforms, discourses, and ideals®. A
cross-reference analysis of publications applying the concept of ‘refraction’ revealed
a strong influence from the works of Bourdieu, Bernstein, Foucault, Giddens, Young,

and Lyotard®.

In studies inspired by critical theories or the post-structural perspectives of
Foucault, | found some examples of ‘refraction’ being applied in the research texts,
but most often other resembling and closely related terms were much more present,
such as, for example, ‘trajectories’, ‘recontextualisation’, ‘enactment’ (e.g. Ball, 1998,
2008, 2009, or Spillane, 1999). References to research preoccupied with aspect of
flow, like ‘epistemic drifting’ and ‘policy borrowing’ in educational policy was also
observable within this group of publications. Writings by Arjun Appadurai were, for

example, cited by Lingard, Rawolle, and Taylor (2005), Barzano and Grimaldi (2013),

8 (E.g. Bacchi, 2000; Ball, 1998; 2008: 2009; Boyask et al., 2013; Braun et al., 2011; Braun et al., 2010; Dooley et
al., 2000; Elmore, 2004; Erss et al., 2014; Goodson, 2010, 2015; Goodson & Rudd, 2012; Goodson & Rudd, 2016
; Grimaldi & Barzano, 2014; Henry et al., 1993; Johnson, 2002, 2003a, 2003b, 2005; Lauder, 2000; Lingard &
Garrick, 1997; Lingard et al., 2005; Maton, 2005; Meadmore & Symes, 1997; Mistry & Sood, 2015; Morris, 2012;
Rawolle & Lingard, 2008; Reay, 2012; Rudd & Goodson, 2014, Singh & Taylor, 2007; Singh & Taylor, 2004;
Spillane, 1999; Stray & Voreland (2017); Tang, 2011; M. Taylor & Moeed, 2013; S. Taylor, 1997; S. Taylor &
Henry, 2003; Trowler, 1998).

9 (e.g. Bourdieu, 1977; Bourdieu & Johnson, 1993; Bourdieu & Nice, 2000; Bernstein, 1971; Bernstein, 2000,
2003, 2004; Foucault, 1982; Rabinow, 1984, Giddens, 2011; Giddens, 2013; Giddens & Pierson, 1998; Young,
2008; Lyotard, 1984, Lyotard, 1993).
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Singh and Taylor (2004), and Ball (1998), while Gita Steiner-Khamsi was cited by, for
example, Morris (2012) and Ball (2017). It appears that ‘refraction’, compared to
concepts such as ‘recontextualisation’ and ‘enactment’ and terminologies of ‘flow’,
entails a higher notion of capacities of individuals as agents of change. In this sense,
‘refraction’” more strongly communicates dynamics of resistance or a principle of
power-levelling in structure/actor transactions. In ideographic!® studies, like the
present study, | consider ‘refraction’ to be better suited, since it addresses to a
greater extent than the other terminologies the empowered role of individuals in

reform development and implementation.

INITIAL USE OF THE CONCEPT OF ‘REFRACTION” WITHIN EDUCATION POLICY STUDIES.

The earliest publication applying the concept of ‘policy refraction” in an
educational research study was John Freeland (1981, p. 363), who said, ‘An analysis
of the refractions can provide insights into where interventions can be effected, by
whom, and into the nature and direction of those interventions.” Even though
Freeland appears to be one of the first researchers within the social sciences who has
made use of the concept in educational research, | found his work cited in education

policy studies only in Australia (Henry et al., 1993; S. Taylor, 1997).

After Freeland, ‘refraction’ did not appear until 1993—this time applied by
Bourdieu (1993). When following cross-references in the selected publications, |
discovered that writings of Bourdieu often were cited in publications where
‘refraction’ was a frequently reoccurring word in the text (Lingard & Garrick, 1997;
Lingard et al., 2005; Maton, 2005; Reay, 2012; Rudd & Goodson, 2016). Within these
publications, the most reoccurring quotation of Bourdieu was:

The important fact, for the interpretation of works, is that this autonomous social universe
functions somewhat like a prism which refracts every external determination: demographic,

economic or political events are always retranslated according to the specific logic of the field,
and it is by this intermediary that they act on the logic of the development of works.

(Bourdieu, 1993, p. 164)

10 |deographic studies represent an individual and subjective approach, in contrast to nomothetic or

cartographic approaches, where statistical methods, generalisability and network perspectives are applied.
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THE CONCEPT OF ‘POLICY’ IN STUDIES OF ‘REFRACTION’ —THE INFLUENCE OF STEPHEN BALL.

The mapping process clearly showed that Stephen Ball’s concept of ‘policy’ has
served as a major theoretical influence in studies of policy refraction in education
(e.g., Ball, 1998; Ball, 2003, 2012; Braun et al., 2010). Ball makes no direct use of the
term or concept of refraction himself, but like other studies originating from critical
theory and post-structuralism, he is applying highly resembling and related concepts,
like Bernstein’s concept of recontextualisation and Foucault’s concept of policy
enactment. Because of this, Balls influence on the field first became noticeable in the
cross-reference analysis, where | noticed various research publications of Ball to be
cited in nearly every retrieved publication in the review. Closer readings of the
different publications citing Ball reveal that it is his concept of policy!? that ties his
work to studies of policy refraction in education. Ball’s critical and post-structural
concept of policy, fusing the actor/structure perspective, seems very much to ‘fit’ the
dialectical and transactional foundation upon which the concept of refraction is

resting.

CURRENT STUDIES OF POLICY REFRACTION— DIFFERENT AGENDAS AND RESEARCH CONTEXTS.

The term and concept of ‘refraction’ have been used in quite diverse ways,
referring to different agendas, theoretical frameworks and research approaches.
Common to all of them is an interest in capturing the interaction in policy mediation

and local trajectories of educational policies.

REFRACTION USED AS WAY TO PREDICT AND MONITOR POLICY IMPLEMENTATION PROCESSES.

As mentioned, the natural sciences have developed methods to calculate
refractions of waves with high precision. Similar efforts can be observed in studies
seeking to estimate ‘refractions’ of educational reforms to evaluate the effects of
current and future policy initiatives (e.g., May & Supovitz, 2006; Weinbaum &
Supovitz, 2010).

To help educational program designers and school-level implementers avoid ‘a

sense of failure’ in the implementation processes, Jonathan A. Supovitz and Elliot H.

11 See Chapter 3.3. ‘Habitus, Agency and Policy’, for Ball’s definition of ‘policy’
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Weinbaum have studied how to create educational programmes that recognise and
consider policy refraction caused by the various adjustments a programme faces on
its way through the multiple layers of an educational system. They state:
Too often, program implementation has been treated as an inscrutable period during which
forces too numerous to name or analyze cause programmes to mutate in unpredictable ways.
It's common to hear that a program isn’t being implemented with "fidelity." Program
designers, program implementers, and program evaluators often seem surprised about this
lack of fidelity even though, over 30 years ago, we learned that complex programs go through

a process of "mutual adaptation" in which both developers and implementers make
adjustments to work more effectively (Berman and McLaughlin 1978).

(Weinbaum & Supovitz, 2010, p. 68)

According to Weinbaum and Supovitz (2010), decisions of adjustment repeatedly
occur within each level of the educational system, causing what they call ‘iterative
refractions’. They argue that the term ‘iterative’ signals that the process of refraction
comprises courses of change happening over time, and that attention to such
processes might contribute to making a program implementation ‘more predictable

than previously thought’ (Supovitz & Weinbaum, 2010, p. 70).

REFRACTION AS A CRITICAL LENS IN EDUCATIONAL RESEARCH.

Based on my cartography of the field, it seems that only Tim Rudd and Ivor
Goodson (Goodson & Rudd, 2012; Goodson, 2015; Rudd & Goodson, 2014, 2016,
2017) have been addressing the critical research potential inherent in the concept of
refraction. These researchers have aimed at developing a conceptual lens that might
help researchers describe the contextual and bending trajectories of current and
historical periods of educational policy reform and discourse. According to Goodson
(2015), ‘refraction’ is a concept well suited when studying the trajectories of
educational policy:

They [policies] are mediated through a plethora of cultural, institutional and individual
identities, prefigurative practices, beliefs, values and cultures. In exploring reflection, we are

thus better placed to both elucidate alternatives and see the ways in which the symbolic
violence exerted may be mediated and subverted through individual and collective action.

(Rudd & Goodson, 2017, p. 8)
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Refraction of policy, in this sense of the word, implies juxtaposing systemic

narratives of educational change with qualitative accounts of practitioners.

Goodson claims that a benefit of studying refractions of ideology and power is that
it may highlight oppositional discourses (narratives) and options for future courses of
action in a given field of practice that is at risk of being ‘silenced’ or ignored in the
‘official’ discourse of a given time (Goodson, 2015, p.36). During the last couple of
years, Goodson and his fellow researcher, Tim Rudd, have been exploring how
‘refraction’, as a conceptual lens, might serve to inform educational researchers
seeking to provide ‘rich, contextualised, and detailed understanding of practice and

action in education’ (Rudd & Goodson, 2014).

REFRACTION AND THE FIELD OF EDUCATION—EMBODIED POLICIES EVIDENT IN PRACTICE.

Maton (2006) finds that some of the tensions generated within the field of higher
education today might be better explained if one addresses the aspect of ‘refraction’
and the current weakening autonomy within this field—’creating a contradictory
modality of autonomy: Actors within the field are charged with the creation and
implementation of policies based on principles recontextualised from the field of

economic production’ (Maton, 2006, p. 702).

Like Maton (2006), several researchers have entered the field of educational
policy, through the lens of Bourdieu (Singh and Taylor, 2004; Lingard, Rawolle, &
Taylor, 2006; Lingard and Garrick, 1997; Rudd & Goodson, 2016). What these studies
seem to have in common, including the publications where the use of the term
‘refraction’ is limited, is that they approach the formation of educational policies as
relational and contextual processes, in which structure is embodied and evident in
practices (micro-politics). Policy ‘text production’ and policy ‘reception’ are viewed as
somewhat diffuse and indistinguishable processes (cf. Lingard & Garrick, 1997), which

contradicts the dichotomy of actor/structure.

REFRACTION AND EFFORTS TO MEND THE POLICY ‘IMPLEMENTATION GAPS’.

Educational researchers involved in action research seem to have adopted
‘refraction’ to mend some observed challenges residing in an ‘implementation gap’—

aiming to develop more contextual and culturally grounded curriculums (Priestley,
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2011; Priestley et al., 2015; Priestley & Miller, 2012; Priestley et al., 2011; Priestley et
al., 2014). In contrast to the critical approaches, these studies seem to have a higher
preference for inductive and constructivist perspectives, for example, the

constructivist grounded theory approach developed by Kathy Charmaz (2000).

The Scottish curriculum researcher Mark Priestley and his co-researchers (Priestly
et al., 2010, 2011, 2014), refers to Supovitz and Weinbaum’s concept of ‘iterative
refraction’ (Supovitz & Weinbaum, 2008), but do not often apply the term ‘refraction’
in their texts. However, the processes and challenges of curriculum implementation
they describe closely resemble those of Supovitz & Weinbaum, in that they apply
terms and metaphors such as ‘policy enactment’ and ‘tweaking of reforms’ when
studying how to develop more sustainable curriculums and curriculum
implementations. Referring to Cuban’s (1988) distinction of ‘first- and second-order
changes’, Priestly et al. (cf. 2011, p. 267) note that superficial improvement of
efficiency is far easier to establish than changes in ‘core of teaching’ and the
‘erammar of schooling’. They also turn to closely related research concluding that
educational change is likely to fail when the programmes are not locally grounded
and when restriction in the teachers’ mandate and autonomy is limiting creativity and
experimentation (cf. Priestly et al.,, 2011, p. 270). The Scottish researchers
recommend a change in the way educational reforms are developed and imple-
mented, and suggests a more ecological (bottom-up) approach, attentive to the local
responses and adjustments to top-down policies:

The research evidence suggests that the challenge in successfully enacting a reform is to move
beyond the statement of intent typically represented by curriculum documents, to genuine,
meaningful, deep-seated and long-lasting change in curriculum provision, pedagogy, the role
of the teacher and the place of the learner. To achieve this, a long-term strategy of change
management is needed; the research literature provides us with clear messages about the
ingredients that might contribute to a successful change strategy. These appear to consist of a

mixture of top-down and bottom-up approaches to the management of change, involving
coherent policy, good leadership and the situated expertise of practitioners.

(Priestly et al., 2011, p. 268)
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2.3 REFRACTION AS AN INTERNATIONAL FIELD OF RESEARCH

A review of the literature on policy refraction shows that studies of policy
mediations and translation are gaining ground in international research (see
Appendix 3 for the review data). The list below illustrates where studies of
‘refraction’ are geographically distributed:

Australia: (Bacchi, 2000; Dooley et al., 2000; Henry et al., 1993; Johnson, 2002, 2003a, 2003b,
2005; Lingard & Garrick, 1997; Lingard et al., 2005; Maton, 2005; Meadmore & Symes,

1997; Rawolle & Lingard, 2008; Singh & Taylor, 2007; Singh & Taylor, 2004; Taylor, S.
1997; Taylor, S. & Henry, 2003)

England UK: (Ball, 1998, 2003, 2012; Boyask et al., 2013; Braun et al., 2011; Braun, Maguire,
& Ball, 2010; Goodson, 2010, 2015; Goodson & Rudd, 2012; Lauder, 2000; Mistry &
Sood, 2015; Reay, 2012; Rudd & Goodson, 2014, 2016; M. Taylor & Moeed, 2013;
Trowler, 1998)

USA: (Maclean et al., 2015; May & Supovitz, 2006; Supovitz & Weinbaum, 2008; Weinbaum &
Supovitz, 2010)

Scotland UK: (Priestley, 2011; Priestley et al., 2015; Priestley & Miller, 2012; Priestley et al.,
2011; Priestley, Minty, & Eager, 2014)

Estonia: (Erss et al., 2014)

Sweden: (Beach & Bagley, 2013; Trowler, 1998)
Norway: (Stray & Voreland, 2017; Trowler, 1998)
China: (Law, 2006; Schulte, 2012)

Hong Kong: (Tang, 2011)

Nepal: (Stray & Voreland, 2017)

The use and conceptualisation of ‘refraction’” appeared to vary among countries.
This might imply that the use of the concept is influenced by local research traditions
and the demands and preconditions of the country. An example of this is Scotland’s
emphasis on ‘sustainable development curriculums’ during the last decade. This
emphasis highly resonates with the Scottish studies of ‘refraction’ by Priestly et al.,
mentioned above, considering that a weight on action-research approaches and
grounded theory might be a relevant and useful approach in this particular policy
context. In contrast to the Scottish tradition, researchers in the USA have adopted an
‘evidence-based’ approach in which ‘refraction’ is measured scientifically by the use
of large-scale surveys.
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2.4 THE CONCEPT OF REFRACTION AS USED IN THIS STUDY

In this study, the concept of refraction is used to shed light on policy enactment in
teachers’ narrations, approaching ‘educational policy’ as embodied discourses or
textual mediations. | shall investigate how verbal and textual statements may disclose
how educational reforms are refracted on micro levels, both in a contemporary and a
historical perspective. As in the mentioned models of wave behaviour used in natural
science, | have found the concept to be even more fruitful when accompanied by the
concepts of ‘diffraction’” and ‘reflection’, opening for a more differentiated analysis of
teacher’s idiosyncratic responses to GERM. The models of wave behaviour are used
as a metaphor to ‘think more’ or move beyond the limits of the single life
narratives—not to generalise my findings, but to ‘cast on to’ a more abstract or
broader conceptual level of interpretation. To justify and allow for the use of
‘refraction, diffraction, and reflection’ (referred to as the RDR model) as a gateway to
such a metaphorical abstraction | have leaned heavily on the writings and directions
given by Paul Ricoeur in The Rule of Metaphor (Ricoeur, 2003) and much of his earlier
work on the hermeneutics of narrative. | shall elaborate further on Ricoeur’s thinking
in the next two chapters, which delineate the basic theoretical and methodological

framework and special scope of my study.
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CHAPTER 3

THE THEORETICAL FRAMEWORK OF THE STUDY

The relevance of Ricoeur’s thinking to the concept of ‘policy refractions in times of
fluidity’ may not be immediately appreciated by all readers. His rigorous and often
intellectually demanding ways of reasoning may seem overly academic and abstract
to some people. Hopefully, it will become clear through this chapter and the next
that Ricoeur’s approach to narrative has much to offer, both to the understanding of
the refractions of educational policy changes studied through the narratives of
teachers, and not the least when seen in light of the critical sociological theories of
Benjamin, Simmel and Rosa, and in the critical-narrative approach developed by Ivor

Goodson and associates.

| shall thus start with a rather rigorous presentation of Ricoeur’s philosophy of
narrative and the use of metaphor as a dialectical-hermeneutical approach to
scientific analysis, and—building on this platform—widen the scope to encompass
the broader concepts of modernity introduced by the above-mentioned researchers

and authors.

3.1 RICOEUR—HERMENEUTICS, NARRATIVE AND IDEOLOGY CRITIQUE

INTERPRETATION AND HERMENEUTICS.

LANGUAGE AS DISCOURSE.

In Ricoeur’s philosophy the actor/structure perspective permeates every
component of his theories, all the way down to language ‘signs’ (letters, words,
sentences, stories and so on). Ricoeur emphasises the difference between message
and code in the use of language. The message should be considered as belonging to
the individual, while the code belongs to a collective speaking community. He states

that the way they belong to time differs:



A message is a temporal event in the succession of events which constitute the diachronic
dimension of time, while the code is in time as a set of contemporaneous elements, i.e., as a
synchronic system. A message is intentional; it is meant by someone. The code is anonymous
and not intended. In this sense it is unconscious, not in the sense that drives and impulses are
unconscious according to Freudian metapsychology, but in the sense of a nonlibidinal
structural and cultural unconscious

(Ricoeur, Interpretation theory, 1976, p. 3)

Ricoeur emphasises that the task of semantics, or the science of the sentence,
must be to provide a remedy to the epistemological problem that the fluid and
temporal character of language events or parole creates. This philosophical argumen-
tation is based on the Swiss linguist Ferdinand de Saussure’s distinction between
langue and parole (Ricoeur, 1976). Ricoeur points to a parallel distinction between
semantics and semiotics, arguing that a sentence (semantics) is a unity that cannot be
reduced into the sum of its symbolic parts (semiotics) (cf. Ricoeur, Interpretation
theory, 1976, p. 7). Semantics, Ricoeur argues, concerns itself with the concept of
sense (rationale), while semiotics is a science of signs and symbols, which implies a
detachment of language into basic components (predicatives). The sentence will
always be a carrier of a noun and a verb, both inherent with a meaning. Additionally,
the verb carries with it a prediction of time. Ricoeur defines this predicative trait of
the sentence as discourse. He notes, however, that if discourse merely were to be
considered as something instant, one would lack a justification for studying it. He
solves this problem by arguing that:

An act of discourse can be identified and reidentified as the same so that we may say it again
or in other words. We may even say it in another language or translate it from one language

into another. Through all these transformations it preserves an identity of its own which can
be called the propositional content, the “said as such”.

(Ricoeur, 1976, p. 9)

Ricoeur elaborates further on this problem, claiming that discourse cannot be
reduced to the simple opposition between parole and langue. According to his
reasoning, discourse has an element of structure (patterns of action), but in a
synthetic/symbolic sense, not analytical/semantic. A word conveys more than its
separate letters—it signifies a sense of meaning. He notes, however, that such an

abstraction depends upon the concrete whole, or what he describes as: ‘the
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dialectical unity of the event and meaning in the sentence’ (cf. Ricoeur, 1976, p.11).
He clarifies this by explaining that discourse is understood as meaning (sense), while
actualised as an event. The concept of meaning can be interpreted in two different
ways in this context, ‘the utterer’s meaning’ and ‘the utterance meaning’. Ricoeur,
nonetheless, points to a dialectic relationship between the two. Since language does
not speak, but people do, the self-reference of discourse will cause the utterance
meaning pointing back at the utterer’s meaning. The discourse of an utterance is
always addressed communication. It presupposes both a teller and a listener. Since
the discursive event not only includes speaking, but also listening, the dialectic
movement between event and meaning also actualises intersubjective exchange:

The instance of discourse is the instance of dialogue. Dialogue is an event which connects two

events, that of speaking and that of hearing. It is to this dialogical event that understanding as
meaning is homogenous.

(Ricoeur, 1976, p.16)

‘THE PROBLEM OF WRITING” AS A SOLUTION TO THE STUDY OF DISCOURSE.

Working with interpretations of text, one will be confronted by ‘the problem of
writing’. Ricoeur locates this problem in the fixation of discourse. When moving from
speaking/thinking to writing, discourse as an event disappears by being materialised
through its inscription in text. Ricoeur argues that the dialectic movement between
the utterance meaning and the utterer’s meaning, which overlaps in the present of
speaking due to the self-reference in spoken discourse, ceases to coincide in written
discourse; disconnecting the mental intention of the author from the verbal meaning
of the text (cf. Ricoeur, 1976, p. 29). In this sense, the semantic autonomy of the
written text places more emphasis on what the text means, than what the author
meant when writing it (or utterer meant when speaking it). Ricoeur (cf. 1976, p. 30)
does, however, point to two fallacies in this case. The fallacy of either overlooking the
autonomy of the verbal meaning in a text, and the fallacy of reducing a text into
natural objects, by not recognising that within the written text remains: ‘a discourse
told by somebody, said by someone to someone else about something’. However, as
spoken discourse is addressed to an identified person (audience), a written text is
also addressed to an unknown reader, potentially Ricoeur states, to whomever knows

how to read. He pictures this as a process where a discourse becomes ‘spiritual’,
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liberated from a face-to-face situation. Creating its audience, the written text creates
unpredictable events of how the text will be recognised by the audience. He argues
that:
It is the response of the audience which makes the text important and therefore significant.
This is why authors who do not worry about their readers and despise their present public
keep speaking of their readers as a secret community, sometimes projected into a cloudy
future. It is part of the meaning of a text to be open to an infinite number of readers and,

therefore, of interpretations. This opportunity for multiple readings is the dialectical
counterpart of the semantic autonomy of the text.

(Ricoeur, 1976, p. 32)

It is the distanciation created by the writing production’s distortion of the
temporal dialogical situation that Ricoeur approaches as an opportunity for in-depth
interpretations of a text. By extending the temporal distance between the author and
the reader, discourse becomes ‘reflected in parallel alterations of the ostensive
character of the reference’ (cf. Ricoeur, 1976, p. 35). In other words, it makes it
possible to make sense of the text in new ways—meanings which refers to something
other than what the author (utterer) intended when writing (or speaking). One might
say that the originally intended/spoken meaning is reconstructed in the text as verbal

meaning which in turn can be reconceptualised into a new comprehension the text.

THE HERMENEUTIC ARCH OF INTERPRETATION.

Ricoeur points to a weakness in the Romanticist tradition of hermeneutics
(referring to Schleiermacher and Dilthey) and its ambition to uncover the author’s
original intentions with the text (Ricoeur, 1976, p. 22). He claims that the problem
with the Romantic form of hermeneutics is that it disregards the disjunction of the
verbal and mental meaning in the transformation from voice, or thought, to text.
They no longer coincide. The text is ‘mute’, in the way that it ‘is no longer the voice of
someone present (cf. Ricoeur, 1976, p. 75). Ricoeur claims that the semantic
autonomy of the text enforces the reader to guess the meaning of the written
accounts, since the author’s (or utterer’s) intention is out of reach:

If the objective meaning is something other than the subjective intention of the author, it may

be constructed in various ways. Misunderstanding is possible and even unavoidable. The
problem of the correct understanding can no longer be solved by a simple return to the
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alleged situation of the author. The concept of guess has no other origin. To construe the
meaning as verbal meaning of the text is to make a guess.

(Ricoeur, 1976, p. 76)

In the same way that a sentence is more than its constitutive parts, semantically
speaking, the structure and meaning of a text cannot be derived from one sentence.
To reconstruct the meaning of a text is thus a circular process, based on a specific
kind of judgement in which ‘the presupposition of a certain kind of whole is implied in
the recognition of the parts.’, and vice versa. However, here again, the judgement of
what is important or not will also have the character of guessing (cf. Ricoeur, 1976, p.
77). Ricoeur compares the reconstruction of a text with how an observation of an
object always involves a perspective. Just as one can observe an object from different
angles, but not all at once, a textual reconstruction will always be coloured by its
perspective. To situate one’s perspective, such as through classification of codes and
structures, is thus essential. However, this will once again be based on guess (cf.
Ricoeur, 1976, p. 77).

Recognising that our comprehension of a text is based on guesses, the question
becomes how to validate the guesses that are made. Ricoeur reasons that the
process of validation lies closer to a logic of probability than to a logic of empirical
verification. He claims that there is a difference between showing that something is
probable and showing that it is true. Validation in this sense should not be confused
or mixed with verification. It is, he claims: ‘a logic of uncertainty and of qualitative
probability’. Faced with several interpretations, the validation would rest not only
upon being recognised as probable. It would have to be justified as the most
probable or, in a dialectical sense, seek agreements between the different
interpretations’ discourse validations (cf. Ricoeur, 1976, p. 77). In conclusion,
interpretation is to be seen as a constant dialectical and hermeneutical movement

between guess and validation.

Ricoeur’s theory of hermeneutics is radical in that it redeems the traditional gap
between structuralism and phenomenology. Even though, as mentioned above, it is
people who speak; language is ‘in itself’ an unconscious system of signs which merely
refer to other language units of the system. Language in structuralism is seen as a

self-referential system. This affirmation of structuralism thus excludes the texts
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connection to both the author and its readers (Ricoeur, 2003, p. 376-377). It is on this

polarity between existentialism and structuralism that Ricoeur based his theory of

the hermeneutical arch:
Confronted by this situation [existentialism vs. structuralism], | tried to react in the following
way. First, | tried to become more competent in linguistic problems. Secondly, | tried to
incorporate within hermeneutics as much as | could of this structural approach by means of a
better connection between the stage of objective explanation and the stage of subjective
appropriation... The concept of ‘hermeneutical circle’ is not ruled out by this shift within
hermeneutics. Instead it is formulated in new terms. It does not proceed so much from an
intersubjective relation linking the subjectivity of the author and the subjectivity of the reader

as from a connection between two discourses, the discourse of the text and the discourse of
the interpretation

(Ricoeur, 2003, p. 377)

Ricoeur argues that, similar to Gadamer’s ‘fusion of horizons’, the final
appropriation is more a process of a merging of two worlds, the reader’s and the
text’s, than a projection of the readers prejudices into the text (cf. Ricoeur, 2003, p.
378). According to Ricoeur (1974), Gadamer’s hermeneutic approach lacks an
external (Kantian) position that enables the interpreter to discriminate hierarchically
the level of precision and plausibility of different and maybe even contradictive
interpretations of the whole of a text. On the other hand, Ricoeur also points to the
(impossible) challenge of the Romantic hermeneutical tradition of Schleiermacher, of
accessing the author’s original intentions through textual interpretations. Approa-
ching the distanciation created through writing, between the author and the reader
of a text, as a possible solution (and not the problem) to the interpretation process, is
in my opinion what distinguishes Ricoeur’s hermeneutical approach from that of
Gadamer (2004) and Schleiermacher (1998). It somehow confronts and redeems the

fallacies within both.

EXPLANATION AND UNDERSTANDING.

Ricoeur (cf. 1976, p. 73) refers to a traditional dichotomy, on both an ontological
and epistemological level, in Romanticist hermeneutics, where methodology is
divided into two spheres of reality, that of nature and that of mind. Explanation,
Ricoeur argues, has been limited to the natural science paradigm, appropriated to

communicate the discovered facts and laws of nature, while understanding has been
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related to the human sciences, relying on the meaningfulness of our experiences of
others. Ricoeur confronts the strong dichotomy between explanation and
understanding, stating:
Just as the dialectic of event and meaning remains implicit and difficult to recognize in oral
discourse, that of explanation and understanding is quite impossible to identify in the
dialogical situation that we call conversation. We explain something to someone else in order

that he can understand. And what he has understood, he can in turn explain to a third party.
Thus understanding and explanation tend to overlap and to pass over into each other

(Ricoeur, 1976, p. 72)

Ricoeur further claims that explanation is made possible by the process of writing
and the generative codes of literature, where the event can be approached as
exterior to meaning. Understanding belongs to the intentional unity of discourse,
while explanation addresses the analytical structure of the text (cf. Ricoeur, 1976, p.
74). He warns, however, to view this polarity as dualistic, and emphasise that they
should be considered ‘a complex and highly mediated dialectic’ of interpretation (cf.
Ricoeur, 1976, p. 74). Interpretation should not, therefore, be reduced to
understanding alone, but be considered as the dialectic of comprehension moving in
hermeneutical phases between explanation and understanding (cf. Ricoeur, 1976, p.
74).

To describe the process from explanation to comprehension of a text, Ricoeur
(1976) refers to the work on myths by Levi Strauss and on folklore (narratives) by
Barthes and Greimas, who approach the whole of a text as an extended structural
unit, or a sequence of signs that are longer than the largest sentence unit in
linguistics. This moves the linguistic model to the theory of narrative (cf. Ricoeur,
1976, p. 86). The justification for doing so, lies in the recognition that units above the
level of the sentence are constituted by the same principals as those below it, stating:
‘The meaning of an element is its ability to enter into relation with other elements
and with the whole work’ (cf. Ricoeur, 1976, p. 84). A structural analysis of a text thus
entails both horizontal and hierarchical aspects, requiring both a segmentation of the
whole into parts and the integration of parts into a whole. Using narrative texts to
clarify, Ricoeur notes: ‘To explain a narrative is to get hold of this symphonic

structure of segmental actions’ (cf. Ricoeur, 1976, p. 85). The structural analysis will
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thus bring forth a correlation between a hierarchy of actors (not in a psychological
sense) and a hierarchy of actions (cf. Ricoeur, 1976, p. 85). Ricoeur argues that
Explanation, in this case, proceeds not as a concept from the field of natural science
transferred into the social sciences, but rather as a concept grounded in the sphere of
common language. One can justify this appropriation of the concept of explanation,
according to Ricoeur: ‘thanks to the analogical transference from the small units of
language (phonemes and lexemes) to the large units beyond language, including
narrative, folklore, and myth’, concluding that ‘this is what the structural schools
mean by explanation in the rigorous sense of the term’ (cf. Ricoeur, 1976, p. 86).
Explanation, as a structural analysis, is located between the stage of a naive
interpretation (surface) and the stage of a critical interpretation (depth). In this
hermeneutical arch, explanation and understanding are located in different stages
(cf. Ricoeur, 1976, p. 87). Comprehension as the result of critical interpretation is in
Ricoeur’s line of thinking, about moving from an understanding of what the text says,
to an understanding of what it is about. In this phase, due to the structural analysis,
one transcends the ostensive reference of the spoken word (pointing to existing
things in a present situation), to looking at things in new ways—within a context
(non-ostensive) outside the ‘here and now’ (atemporal). Since the reader’s access to
the mental intentions of the author (utterer) is exterior to the text, the non-ostensive

reference brings the reader into a new mode of orientation (cf. Ricoeur, 1976, p. 87).

THE HERMENEUTICS OF METAPHOR.

Building upon his argument of the non-ostensive reference of discourse in texts,
Ricoeur expands his theory of interpretation of discourse to yet another level—to
that of metaphoric reference. He justifies the use of metaphor, by posing that in
contrast to poetic discourse, which Ricoeur argues is fundamentally non-referential
and centred on itself: ‘Metaphor is the rhetorical process by which discourse
unleashes the power that certain fictions have to redescribe reality’ (Ricoeur, 2003, p.
5). In this, Ricoeur finds what he describes as a ‘kinship’ between the functions of
metaphor in arts and scientific models. This kinship ‘constitute[s] the principal
arguments of this hermeneutics of metaphor’ (Ricoeur, 2003, p. 5). Referring to

Aristotle, he points out that poésis (imaginary imitations of the real) arises out of the
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bond between mythos (‘is not’, read: is fictional) and mimesis (‘is like’; mimics what
‘is’), Ricoeur notes:
The metaphorical ‘is’ at once signifies both ‘is not’ and ‘is like’. If this is really so, we are
allowed to speak of metaphorical truth, but in an equally ‘tensive’ sense of the word ‘truth’.

This incursion into the problematic of reality and truth demands that the philosophy implicit in
the theory of metaphorical reference be elucidated.

(Ricoeur, 2003, p. 6)

Within the truth tensions lies an expansive power of discourse. The hermeneutic
of metaphor reference moves from pointing to already articulated meanings (‘is’), to
possible meanings that are still not articulated (Ricoeur, 2003, p. 353). Anchored in an
initial field of reference, new meanings are constituted by being cast into another
already functioning and resembling (‘is like’) field of reference (cf. Ricoeur, 2003, p.
353). Ricoeur describes this potential movement as a ‘living’ quality metaphor:

Metaphor is living not only to the extent that it vivifies a constituted language. Metaphor is
living by virtue of the fact that it introduces the spark of imagination into a ‘thinking more’ at

the conceptual level. This struggle to ‘think more,” guided by the ‘vivifying principle,” is the
‘soul’ of interpretation

(Ricoeur, 2003, p. 358)

NARRATIVE.

TIME AND HISTORY.

In the final volume of his work Time and Narrative, Ricoeur (1990b) confronts the
phenomenology of Husserl and critical thought of Kant, as well as the philosophical
considerations of Augustine with the ones of Aristotle. He infers from these
confrontations that the connection between time and space is linked to the
consciousness of existence—our deepest level of experience. Ricoeur points to a
dialectic tension, that is, a mutual interdependence between our immediate
consciousness of the outside world (phenomenology), and our critical capability to
distance ourselves from this immediate consciousness. Ricoeur emphasises the
mutual dialectical relationship between the two forms of consciousness of time, but

states that ‘phenomenology and critical thought borrow from each other only on the
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condition of mutually excluding each other. We cannot look at both sides of a single

coin at the same time’ (Ricoeur, 1990b, p. 57).

Historical time as narrated time.

As with the concept of ‘time’, Ricoeur (1990b, p.103) contends that history also
consist of the contradictive tensions and mutual reliance between historical
consciousness and the historical condition—or ‘historical narrative’ and ‘actual
history’. The historical narrative refigures time through the interplay between our

future anticipations, past traditions, and the ‘untimely upheaval of the present’.

Ricoeur (1990b, p.105) finds that the first bridge between lived and universal time,
was constructed through the time of the calendar, introduced by historical practice,
and its institution of a third form of time—the historical time. Calendar time is,
according to Ricoeur (1990b, p.106-107), mediated through sociology of religion and
religious history, constructed on the components of myth and rituals. The ritual
concerns the measurement of recurrent natural phenomena, observed in the science
of astronomy, which establish a linear and chronological continuum of time which
makes it possible to follow the tracks of time in two opposite directions. Ricoeur
(1990b) comments, however, that the chronological calendar does not concern itself
with the tension between the past, present, and the future. It is first when viewed in
the calendar’s relation to religious myths that this narrative/historic tension of
calendar time becomes apparent:

[T]he principle governing the division of calendar time is not reducible to either physics or
astronomy. As Benveniste rightly says, the features common to every calendar ‘proceed’ from
the determination of the zero point of some computation..To have a present, as we also
learned from Benveniste, someone must speak. The present is then indicated by the
coincidence between an event and the discourse that states it. To re-join lived time starting
from chronological time, therefore, we have to pass through linguistic time, which refers to
discourse. This is why any date, however complete or explicit, cannot be said to be future or

past if we do not know the date of the utterance that pronounced it [entailing the reference to
the zero-point of ‘mythic time’ in a specific religious calendar (discursive narrated-time)].

(Ricoeur, 1990b, p.107 and 109)
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Narrative emplotment.

In history (viewed as narrated time), fragmented lived events are interpreted by
means of a network of retellings, which fuses past, ongoing and anticipated events
into a meaningful, emplotted and cohesive storyline:

[The] story of my life is a segment of the story of your life; of the story of my parents, of my
friends, of my enemies, and of countless strangers. We are literally ‘entangled in stories...
Ultimately, history cannot make a complete break with narrative because is cannot break with
action, which itself implies agents, aims, circumstances, interactions, and results both

intended and unintended. But the plot is the basic unity that organizes these heterogeneous
ingredients into an intelligible totality.

(Ricoeur, 1991, p. 5)

An event can be retold and interpreted in numerous ways, but at the same time
the retellings or reinterpretations must be negotiated and justified within the frame
of other people’s stories of the same event. In this sense, the individual, subjective
stories are, to a certain degree, constantly restrained/opened by the surrounding
network of stories and its established image of history. This does not imply, however,
that the framework within which the stories are elaborated represents a static
border. Narrative and history are meaningful only to the extent that they manage to
encompass the features of temporal existence (cf. Ricoeur, 19903, p. 3). This constant
call to adjust the storyline, so that the plot always stays in sync with a situated
temporal context, forces the narrative events into a state of flow. Reflecting on this
flexible character of narrative, Ricoeur (1992) refers to Walter Benjamin’s concepts of
Rettung (revision) and Ursprung (origin) to explain the dynamic and revisional
function of the plot:

Even though the surging forth of the narrative event cannot be coordinated with some totality,
it does not exhaust itself in its effect of rupture, of caesura; it contains potentialities for
development that have to be “saved.” This Rettung of the Ursprung—a central theme in

Benjamin—is, in my opinion, the workings of the plot. The plot “redeems” the origin of the
“fall” into meaninglessness.

(Ricoeur, 1992, p. 142)

Thus, both history (and ‘redemption’ of it) and our actions in the present depend
on how we emplot anticipated and occurring events in our temporary life and world

narratives. Ricoeur ([2004] 2006) argues that narrative coherence (historic and
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discursive) is rooted in explanation and articulated through understanding.
Explanation is seen in the narratives’ synthetic coordination of heterogeneous and
multiple events, pointing to causes and intentions, which in turn are articulated from
the understanding of the meaning of the narrative units as a whole. The role of the
narrative plot is to function as the literary coordinator between explanation and
understanding. To picture the way in which the plot guides the complex actions in a
story line, from its beginning to its end, Ricoeur ([2004] 2006) refers to Aristotle’s
characterisation of the ‘probable’ or the ‘reasonable’: ‘The reasonable constituting
the face that the probable turns towards the readers in order to persuade them; that
is, to induce them to believe precisely in the narrative coherence of the told story or
history’ (Ricoeur, [2004] 2006, p. 243).

Narrative truth.

Truth, in a narrative sense, will never be absolute, only negotiated, justified, and
acted upon within the realms of the narrative networks and their emplotted
storylines and borders. In this process, however, it is reasonable to believe that big
and small narratives will have a habit of reinforcing one another, generating
established discourses of what is held to be true/false, good/bad, and so forth. It is
also likely, that this reinforcing process could risk blurring the gap between narrative
events and reality, overlooking the emancipative power which lies in the awareness
that ‘between living and recounting, a gap—however small it may be—is opened

up.Live is lived, history is recounted’ (Ricoeur, 1991, p. 5).

In this sense, history recounts for the discursive traces of something absent or
‘dead’. The narrative of history is, according to Ricoeur ([2004] 2006, p. 366), the only
thing left ‘speaking’ in the traces or absence of life, claiming that there is no other
place to make sense out of the ‘relics’ of the living than in discourse. Ricoeur (1990b,
p. 221) notes, however, that through the generated meaning provided by the traces
of discourse, one escapes a ‘dead’ interval between the interpretation of the past
(lived lives) and the interpreting present (the self in the ‘here and now’): ‘To give
notions of meaning and interpretation their full scope, we must provisionally place
between parentheses the question of truth. The notion of tradition, taken in the
sense of tradition, signifies that we are all in the situation of being heir’ (Ricoeur,
1990b, p. 221).
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Ricoeur states that narrative history involves a mode of care (‘soin’) in the face of
life times that have passed away, filling their absence with memories. He distin-
guishes himself from Heidegger’s concepts of ‘being-towards-death’, Ricoeur ([2004]
2006, p. 505) asserting that the care in memory is the fundamental structure of our
historical condition, rooted in our capacity to remember, and to remain concerned
about the past. In contrast to Heidegger, Ricoeur ([2004] 2006, p. 364) considers the
narrative history to be temporarily constituted on an ontological noting of ‘being-in-
debt-to-past’ and the epistemological act of ‘standing for’. The question of narrative
truth must thus be seen in relation to a traditional heir of presumptions:

In the face of criticism that devours itself, the truth claim of the content of traditions merits
being taken as a presumption of truth, so long as a stronger reason, that is, a better argument,
has not been established. By a “presumption of truth,” | mean that credit, that confident
reception by which we respond, in an initial move preceding all criticism, to any proportion of

meaning, any claim to truth, because we are never at the beginning of the process of truth and
because we belong, before any critical gesture, to a domain of presumed truth.

(Ricoeur, 1990b, p. 227)

Returning in his final work, The Course of Recognition, to Descartes and Kant’s
theories of judgment of true and false, Ricoeur (2005) suggests approaching the
process of judging another person as an act of distinguishing/identifying one’s own
preconceptions and ‘truths’ of the other. Truth will, according to Ricoeur (2005), be a
discursive operation where | aim ‘to see myself through the eyes of the other’, in
order to scrutinise if my preconceptions and ‘suspicions’ of the other are plausible, or
based on false presumptions. In turn, the predicatives of meaning signified in the
other person’s use of language (discourse) enables me to re-imagine the inherited
world views (meanings/perspectives) of the other (e.g., her or his respective environ-

ment/tradition of what is recognised as righteous, good, plausible, and reasonable).

The notion of oneself as another makes it possible to gain ‘external’ knowledge of
oneself and the world, but the risk of that knowledge being based on
misinterpretations will consequently follow since one cannot ‘access’ the mind of
another, only model the other in action. Ricoeur concludes that ‘the investigation of

mutual rec