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The use of narrative as a medium for understanding the past, present and future world of
their clients may be well known to occupationél therapists but there is less evidence that
storytelling has been used to gain an understanding of their own professional world. Other
studies have been conducted into occupational therapists’ professional practice, for example
(Hollis, 1997) and their life world (Finlay, 1998) but none has used narrative. So can
storytelling offer a way of exploring the more personal aspects of occupational therapists’

life, notably those associated with their own professional development and career progress?

Purpose of the study

The purpose of this study is therefore to investigate narrative as a research method and to
critically evaluate the ways in which it might apply to occupational therapists’ careers and
professional development. A study of this nature would complement research that has
already been undertaken into occupational therapists’ clinical reasoning (Mattingly and
Fleming, 1994), the use of storytelling and storymaking in the clinical process (Clark et al
1996; Mattingly 1998) and into occupational therapists” life world (Finlay, 1998). The
intention here is to assess the qualities of narrative and its application to occupational
therapists’ work in ways that are related to them as individuals, employees and people with

professional careers and aspirations.

The study aim was thus defined as:

To investigate the use of narrative in research and in occupational therapists’
clinical practice, and to examine its potential for exploring occupational therapists’
career stories

Structure of the dissertation
This dissertation addresses two lines of enquiry in tandem: narrative and career. The
structure of the dissertation is thus designed to maintain interest and focus on these themes

in parallel with each other, and to show, where appropriate, how they interrelate.

This chapter has formally established the rationale for the study and introduced storytelling

and storymaking as features that are integral to occupational therapists’ practice. In the next
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or oral performance that is socially situated, where people give meaning to their
experiences (Abma, 1999). Emerging stories are not representations of experiences but
interpretations of experiences that can lead to alternative perspectives and new insights.
They are also dynamic in that stories are often transmitted in conversations where they
may be subject to change, depending on the circumstances (Boje, 1991). Stories also have
transformational powers. They can act as a mirror for the storyteller, reflecting back and
prompting change (Abma, 1999). Storytelling is one form of narrative referred to by
Gabiel (2000:3) as “a craft’, by Sandelands and Boudens (2000) as an “art’ and which,
according to Thomas (1995b) develops in the young both as an art and craft during

language acquisition.

Various authors have noted differences between narrative and story. Abbott (2002:12)
defined narrative as ‘the representation of an event or a series of events’ where these take
place through the course of time. Story, by contrast, is something that is delivered through
narrative but which appears to pre-exist it (Abbott, 2002:32). A narrator tells, or re-
presents, a story that happened in the past, looking back on events that form the story. The
narrator might even be a character in that story (Short, 1996). Johns (2002) held that when
a story is re-presented as narrative it tends to become more sophisticated, more structured
and more organised and, compared with a story, can be more selective in what it contains.
Narrative thus has a role in ‘organising, maintaining and circulating knowledge of
ourselves and our worlds’ (Freedman and Combs, 1996:30). As stories that provide the
knowledge are mediated through narrative, they can be at the mercy of the way in which
they are told (Abbott, 2002). Consequences of stories and new possibilities for the future
can be reflected upon before a story is told thus distorting the picture of the experience that
is ultimately presented to others (Ellis and Bochner, 2000).

Gabriel, a researcher, (2000) claimed that not all narratives were stories. He distinguished
between accounts of events that were factual or descriptive and aspired to objectivity, and
stories that had some emotional effect. Johns (2002) distinguished between story and

narrative, claiming that narrative involved reflection. He saw narrative as part of a
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reflective, self-conscious and interventionary process that required abstract thought. This
suggests that the act of narrating a story could be a more deliberate and controlled affair
than just storytelling. Johns claimed that narrative told the story, traced an unfolding
journey and paid attention to steps along the way for their significance within the whole
journey. Johns also noted how narrative could be persuasive and could accommodate both

contradictory experience and the complexity of experience.

Mattingly (1998:105) commented that scholars have turned to personal narrative to explore
their informant’s sense of self as this related to, or contrasted with, culturally shared
meanings. She noted that personal histories, unique experiences and private ruminations
could be revealed through narrative. Narrative as stories of experience could also reveal
human character. Narrating a story tended to bring personal experiences into the open to be

made coherent and to be developed into a culturally intelligible script.

Narrative can appear in many different forms, both written and oral. One of the key
observations of narration that Smith (1994) made, and Mattingly (1998) endorsed, was that
the very act [of narration] forces a self examination that changes both the self and possibly
the life itself. Aspinwall’s (1985) formal study of ‘Sarah’s’ life and teaching career
demonstrated how change might be brought about by narration. Reflective practitioners
such as “Sarah’ commonly face situations of uncertainty, instability and uniqueness
(Schon, 1983). The reflective act of narrating to present a biographical account of
experiences could bring into focus those aspects of practitioners’ lives that are unique and
problematic. It could offer the opportunity to frame them and bring clarity and further
understanding to a previously hidden story.

Storytelling has been with humanity for generations. Many authors (for example, Abbott,
2002; Mattingly, 1998) have identified storytelling as a legacy of Aristotle. Primarily a
form of communication, storytelling has been used to teach, to explain, to entertain, to
enlighten, to illuminate and to serve as a warning, an example or a moral tale. It has helped

to perpetuate myths and folklore and reinforce cultural norms and traditions. Storytelling in
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many forms, such as sermons, poetry and dramatic performances, have all served to
convey ‘messages’ to audiences. Even pictures and mime, as ‘silent’ stories, communicate
sentiments and emotions. Through stories, information is given, relationships are
discovered and lessons can be learned. Stories are thus part of everyday life. They convey
cultural values and personal experiences and meanings as well as the social conditions and

influences of the time (Coffey and Atkinson, 1996).

Reason and Hawkins (1988) described a story simply as any event retold from life that
appeared to carry some meaning. They recorded how storytelling enhanced cooperative
inquiry. ‘Expression’, as part of the collaborative communication process, became the
medium through which the meaning of experience manifested itself. These researchers
chose to use storytelling to explore professional experience in the worlds of therapy,
education and organisations, recognising the versatility of the approach. Narrative as a
process of inquiry is explored later. However, it seems important here to note that the act
of predefining a story as an event that carries meaning suggests that the storyteller acts as

the first filter, pre-judging the significance of the story for others.

Key events may be selected by the storyteller to illustrate as well as to illuminate, in other
words to provide a key message or warning for a wider society. Key events may also
become turning points or points of transition in a person’s life, told as stories that prompt a
change of direction. Narratives of lives compiled over time are likely to comprise many
stories of events. Stories within a narrative may be self-contained, having a plot and a
beginning, middle and end and may be viewed as a sequence of events that are significant
for the narrator. They may be factual accounts of events or stories that are dramatised and
embellished to add interest or to emphasise significance within a longer life story. A point
made by Sandelands and Boudens (2000:60) however, was that ‘stories have a unique
epistemological significance’ in that stories can tell a truth about feeling but tell a lie about
facts because a story states facts but exemplifies feelings so the emotional truth of a story

becomes evident.
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Despite the emotion, narratives are said to be concerned with action (are event-centred)
and ‘social doings’ (are experience-centred), and tend to be about unpredictable or
unintended consequences of action. The narrative offers the meaning to others, often
through ‘evocation, image [and] the mystery of the unsaid’ (Mattingly, 1998:8). It has
powers of persuasion, seducing the listener into the world it portrays. It could thus be an

emotional experience for both narrator and listener where truth is difficult to establish.

Narratives are therefore stories about ‘events’ and ‘experience’. The art of narrating can
work up or play down an experience within a social situation that has particular meaning
for the narrator at any one time. Events omitted in the storymaking process, either by
default or design, may even be as significant as those placed at centre stage. As Atkinson
(1998:7) pointed out, ‘Storymaking makes the implicit explicit, the hidden seen, the
unformed formed and the confusing clear’. However, what is offered is still in the gift of
the narrator, and what is emphasised and expanded, and what is dismissed as irrelevant or

unimportant will all contribute to the interpretation of events.

In the literature, much emphasis is placed on the narrator as the person who composes and
tells the story. However, Mattingly also raised the question of the part played by the
listener and his/her reciprocal role as a co-constructor of meaning. As the narrative is made
public and open to scrutiny, its meaning can be shaped by others who have played no
active part in the event on which the story is based. From an active listener who has been
gently teasing out the story, the researcher becomes an active participant in the interpretive

process.

Rossiter (1999) suggested that there was much potential in using a narrative approach to
understand adult development and the place of learning in people’s lives. Life stories

comprise that which is remembered from the past, and a constructed understanding of it,
but with recognition that any interpretive approach is based on the assumption that lives

change somewhat unpredictably over time (Cohler, 1982). Narrative helps in the
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understanding of a purpose to life (Polkinghorne, 1988) and of the development and

change over the life course as self as an unfolding story (Rossiter, 1999).

In narrative, memories emerge that are sifted, selected and reconstructed (Irwin, 1996).
They are expressed as a recollected story, richly elaborated, detailed and complete. The
future, in contrast, is a projected scenario that is likely to be based more on hope. It will be
vague, sketchy and incomplete (Crites, 1986), a story that has yet to be lived. It may be
planned in some form or other in order to meet personal aspirations or goals, or to serve as
a stepping-stone to another future. Alternatively, there may be resistance, particularly to

any learning that has to take place, if continuity is threatened by change.

The present, the time at which the story is told, is the meeting place between past and
future, the decision point between continuity and transformation (Rossiter, 1999). Stories
may make it possible to analyse and diagnose problems (Brown and Duguid, 1991) and
understand developmental change, transitions and transformations, the part played by
learning and the meaning of the learning experience. They present as much of an
opportunity to individuals as to communities and to the listener as to the storyteller to use
the storytelling process itself as a learning experience as incidents in the past are revisited,

recollected, recounted and re-interpreted.

Narrative in medicine

As noted earlier in this dissertation, a number of healthcare professions have claimed to
use narrative in different ways as a basis for their work. This appears to stem from a belief
that individuals who have a health-related problem can be best understood and assisted by
paying close attention to what is said, and what is not said, in the stories they tell. From the -

stories, emerge the factors that will guide a therapeutic programme.

Psychiatry is one of the fields of medicine in which stories could inform practice yet it
appears that psychiatrists are still reluctant to engage with stories. According to Clare
(2003), his psychiatrist colleagues needed to take more note of the human story. Clare

commented in the Foreward to Narratives in Psychiatry (Greenberg et al, 2003:7) how
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medical practice could be best informed by ‘paying the most careful, systematic and
informed attention to what, why and how the patient is saying what the patient has to say’.
He was advocating that psychiatrists should not lose sight of the person amidst
technological and laboratory-based assessments and contemporary medical treatments.
Illness, he claimed, had become separated from life, ‘an external phenomenon to be tamed
and despatched without too much attention being paid to the human being who is trying to
make sense of what is happening, to absorb the experience of being ill within the overall
context of his or her life’. Clare suggested that inside the patient was everything that was
needed to guide therapeutic intervention and encouraged his colleagues to listen more

carefully during their interactions with patients.

Greenhalgh and Hurwitz (1999:48), writing on narrative based medicine, explored the
qualities of narrative, suggesting how it provided ‘meaning, context and perspective to the
patient’s predicament’, not only offering an holistic approach to assessing a patient’s
problems but also assisting in generating an understanding of the situation that cannot be
arrived at in any other way. The very need to highlight its potential suggests that narrative
is not always drawn upon in medicine in the diagnostic or therapeutic process. The current
focus on evidence-based medicine could be said to render the patient’s story irrelevant
because commonly experienced symptoms fall neatly into a diagnostic framework that
dictates a particular regime of tests and treatment based on perceived best evidence. Those
whose symptoms fall outside the parameters of diagnostic boxes may have a story to tell
that might suggest other courses of action, yet it is possible that no-one wants to hear the
story (Greenhalgh, 1999). Greenhalgh advocated that clinical judgements should be based
on an integrated approach using evidence within an interpreted story. This was endorsed
by Koliadin (1999) who commented that narrative-based thinking, with a bit of common
sense, might lead to a better vision of reality than a vision generated by evidence-based

science.

Interestingly, Greenhalgh and Hurwitz (1999) reflected on the lost oral tradition of myths,

legends and stories as the means by which early medicine was practised. Even though it
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might still be thriving in non-Western societies, Western society seemed to have forfeited
the skills of listening to, appreciating and interpreting patients’ stories in favour of more
scientific approaches to medicine. Valuing the experience of the individual appeared to
have been neglected as greater reliance was placed on technological and laboratory tests.
“Iliness scripts’ (Greenhalgh and Hurwitz (1999:49) produced in the clinical encounter and
repeated as stories to medical colleagues are referred to as aids to medical education rather
than as media through which a patient’s ill health experience might be better understood.
Di Gallo (1999) responded with the point that in mental health research, narratives may
generate new hypotheses about how people cope with traumatic experiences, so reinforcing

the educative value of listening to narrative in practice.

Despite the efforts of advocates of narrative, such as Clare, Greenhalgh and Hurwitz, it
could still be suggested that the medical profession finds it difficult to do anything other
than acknowledge and process medical symptoms and the results of scientific tests using
the medical mode of thinking that places such information into diagnostic categories, and
ignores the individual experience of ill health or well-being. Even if stories were to be
listened to, what then? The tendency of the medical profession is to determine a diagnosis
and treatment plan unilaterally. There is little suggestion that treatment is based on a new
or negotiated story that both parties create and share. Greenhalgh (1999) indicated that
more attention would need to be paid in the future to negotiated decision-making where a
story is created to determine future possibilities from which to make an informed choice.

Some professions seemed to have adopted this approach whereas others have yet to do so.

Narrative in social work

There seems to be a similar scenario in social work. Richards’ (2000) study highlighted the
problem of assessing older people with reported functional problems. The needs-based
assessment used was found to be rigid and it tended to sideline the individual’s story often
leading to misinterpretation of the real need. This sometimes resulted in inappropriate and
unwanted interventions as the individual’s insights into the real problem were

marginalized. In the bureaucratic system referrals were categorised as “inability to cope’ or
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‘person at risk’ suggesting ‘helplessness and passivity’ on the part of those seeking help

although the individual’s story at interview often revealed a very different picture.

Here again, a system that was intended to be a streamlined service for the collective
population appeared to fail individuals because no-one listened to their story. The process
appeared to have a disempowering effect on those concerned and to ignore the potential

value of a personal perspective.

Narrative in therapy

Various professions do, however, claim to use narrative selectively and effectively in their
practice. Occupational therapists, psychotherapists and psychiatrists use it in varying
degrees in therapeutic situations. They involve patients in the process of storytelling and
sometimes in storymaking to help define and resolve problems. Narrative therapists,

however, use a distinct approach to counselling that relies on storytelling in their practice.

Narrative therapy ‘centres people as the experts in their own lives,’ as people who ‘have
skills, competencies, beliefs, values, commitments and abilities that will assist them to
reduce the influence of problems in their lives’ (Morgan, 2000:1). Morgan explained that
narrative therapy tended to be understood through different themes that included, for
example, particular ways of understanding people’s identities, ways of understanding the
problems and their effects on people’s lives, ways of talking with people about their lives
and problems and ways of understanding the therapeutic relationship. Storytelling not only
set the scene and helped define the problem, but it also helped map the direction of a

Jjourney that would help address the perceived problem.

Narrative therapy is based on the premise that people tell improvised stories of their lives
that describe experiences in many social situations. These stories emerge from personal
experiences but are influenced by the social context in which a person lives and by the
language, concepts and assumptions that are embedded in that culture. Stories vary

according to the audience. Stories may not necessarily be complete. Details or chunks may
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be omitted, so providing a rationalised or edited story. Stories position people in their
world. People thus live naturally by stories. If, however, a life is affected adversely by
stories that are uncomfortable, dissatisfying or disempowering in ways that prevent people
from engaging in preferred stories and ways of being, then they may seek help. Narrative
therapy involves re-storying in order to assume another perspective on life, or another
position or a different relationship with the problem (Payne, 2000). In order to facilitate
this change, those involved in narrative therapy see themselves as ‘interested people’ who
are skilled at asking questions, at helping people to notice restrictive cultural stories in
their life, and at working at enriching people’s personal life narratives (Freedman and
Combs, 1996).

In a similar way, ‘illness narratives’ are stories generated by people whose problems arise
from the experience of disease or illness (see for example Weingarten, 2001). Weingarten
however, rather than dwelling on the negative aspects of these narratives, sought ways of
classifying illness narratives to provide a way of understanding the situation and
approaching the illness in a positive frame of mind. She highlighted three classification
systems. The first, she explained as Coherence, Closure and Independence. Narrative
coherence is described as the interrelationship between plot, character, roles and themes or
values that leads to clarity (coherence) or lack of clarity (incoherence) in dealing with the
situation. Narrative closure is the degree to which people understand the illness and so
know how to respond to it. Narrative independence is the relative interrelatedness between
one person’s narrative and another. In families, the relationship can be quite strong.
Assessing a personal illness narrative against the classification criteria can provide an

explanation for problems experienced and may help set a direction for some resolution.

Secondly, Weingarten drew on the work of Frank (1995) who categorised stories based on
the experience of the storyteller. Three terms were proposed, Restitution narratives, Chaos
narratives and Quest Narratives. In restitution narrative the focus is on diagnosis and

treatment. Chaos narrative seemingly describes feelings of being out of control, being
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swept along by the tide, instability. Quest narrative, on the other hand, purports to be

narrative that seeks insights from which something might be leamnt.

Weingarten, after consulting Gergen’s (1994) work, then proposed other labels, describing
Stability, Progressive and Regressive narratives. These mirrored the direction, or lack of it,
of the disease or illness. Weingarten acknowledged that there could be other, equally valid,
ways of categorising narratives. Having some method of framing stories had helped her
deal with her particular illness narrative. Rather than feeling trapped inside, condemned by
the illness, classification had given her a perch outside the illness narrative, so as to look at
it, work in partnership with it, and so deal with dominant discourses that might otherwise

marginalize her voice.

Narrative Inquiry

One way of determining and understanding the nature of individuals’ existence in a social
world is through processes of inquiry that respect, and are respected for acknowledging the
human voice and interpretations of individual experiences. Personal accounts that are
placed in a social and historical context provide rich stories from which society can learn.
Plummer (1983) argued that such accounts are ignored at our peril. Reflective accounts,
where meaning is constructed and reconstructed through dialogue, can be transformational

(Abma, 1999) for both the individual and the society in which they live.

There seems little doubt that narrative inquiry has increased over the last few decades. In
many and varied studies, the stories that people have recounted have provided insights into
their existence, their inner self, their personal life, their social group and their history.

Early research focused on historical incidents and events, for example Thomas and
Znaniecki (1927). Later research has addressed concepts such as love (Haavio-Mannila and
Roos, 1999), loneliness (Bennett and Detzner, 1997) and criminal behaviour (Maruna,
1997) among others. Learning (personal, social, organisational and transformational) has
been the subject of research using narratives of individuals in fields such as education

(Thomas, 1995a) management (Reason and Hawkins, 1988) management education (Gold
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and Holman, 2001) health (Mattingly, 1998; Abma, 1999) illness experience (Vickers,
2001) and occupational transition (Jonsson et a/, 1996). It is possible that the increasing
popularity of narrative research is due partly to the versatility of the approaches used and

partly to their increasing credibility within the world of research.

Ellis and Bochner (2000:744) claimed to turn to narrative inquiry as it seemed to offer an
alternative approach to research that involved a relationship with the participants that was
more personal, collaborative and interactive. It permitted a focus on human experience,
meaning and the choices made by individuals living in an unpredictable world. Through
the medium of stories it was possible to explore ‘complexities of lived moments of

struggle’ and attempts made to regain continuity and coherence.

Reason and Hawkins (1988:80) argued that the expression of experience and thus enquiry
into meaning, was an important but neglected aspect of research. From these observations
made more than a decade ago, meaning and interpretation in research have experienced a
revival (Thomas, 1995b) and the discovery of meaning now seems to be the central reason
for storymaking and for the use of narrative in the research process. Lieblich and Josselson
(1997:xi) commented that to uncover, describe and interpret the meaning of experience
was now a common quest of those from a variety of disciplines who used narrative in their

research.

Narrative in organisational research has already been highlighted in the work of
Czarniawska (1997) and Gabriel (2000) and will be reviewed further in the next chapter.
Clandinin and Connelly (2000) took their own work on the use of narrative in educational
research and compared it not only with that of Czarniawska (1997) but also with
Polkinghorne (1988) in psychology, Geertz (1988) and Bateson (1994) in anthropology
and Coles (1989) in psychiatry to illustrate the variations in use of narrative in research.
They reinforced Reason and Hawkins’ perception of narrative inquiry as a way of

understanding experience through collaboration between researcher and participants, over
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time, in a place or series of places, and in social interaction with milieus. Simply stated,

they said, ‘narrative inquiry is stories lived and told’ (Clandinin and Connelly, 2000:20).

While similarities are relatively easy to identify, differences in the way in which narrative
has been used might also be noteworthy. Coles and Czarniawska took rather more interest
in the educational value of research and the place of learning, either through drawing out
theory from practice (Coles, 1989) or in promoting organisational learning (Czarniawska,
1997). Both Polkinghorne (1988) and Payne (2000) claimed narrative as the basis of their
work with people and their lives. Narrative was used as a means of drawing out an
understanding of actions or behaviour. Polkinghorne took it further, attempting a form of
narrative research. Geertz (1988) and Bateson (1994) took an anthropological perspective
dealing with ambiguity, assumptions, values and beliefs, and adapting to difference

thereby learning as a narrative anthropologist.

Clandinin and Connolly (2000:51) proposed a framework that they termed “a three
dimensional narrative inquiry space’ using the dimensions of personal and social
(interaction) past, present and future (continuity) and place (situation) that might be used
with any inquiry. They linked this to earlier observations where they described four
directions in an inquiry, namely inward (internal conditions such as feelings, hopes,
aesthetic reactions, and moral dispositions) outward (the environment) backward and
Jforward (temporality, or past, present and future). To do research is thus to experience
simultaneously these four directions and to seek answers to questions that point to the

different ways (Clandinin and Connolly, 1994).

Thomas (1995b) reviewed some of the history of storytelling as a feature in teachers’ lives
and claimed that teacher-focused research studies have, over time, provided a medium
through which teachers could express themselves and make statements about their personal
and professional lives. Thomas identified a number of modes in which stories might be
written, including journals, logs, diaries, vignettes, critical incidents, life histories and

autobiographies. Teacher narratives, he suggested, were vehicles for drawing out aspects of
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accumulated experiential knowledge. Stories that are recorded in one of the above modes
are, however, only likely to provide further insights to the author until disseminated in
another mode to a wider audience. Nias and Aspinwall (1995) disseminated their research
into teachers’ careers and the subjective reality of being a teacher. Interview data, they
reported, not only provided them with insights into teachers’ lives, it also enabled them to
make connections about teaching and the experience of being a teacher. Goodson and
Sikes (2001) claimed that research that involved life story work could enhance professional

collaboration and develop professional practices.

Storytelling has long been seen as a powerful vehicle for communication and, on the face
of it, an effective medium through which authentic information about people and situations
might be obtained for research purposes. However, historically, storytelling work has been
described as unscientific, full of bias or entirely personal (Koch, 1998). Koch advocated
that it was essential to pay attention to the credibility of the research data and to address
carefully the question of rigour. Allied points and cautionary notes were also made by

Johns (2002) in relation to validity and Gardner (2001) in relation to memory. -

Narrative as a form of learning

Almost without exception, the messages that emerge from literature about narrative include
those that reveal insights into events and experiences and that can have transformational
consequences. Transformation might have a therapeutic value such as learning to
understand and cope with bereavement and loss whether this be individually or
collectively, such as after the attacks on the World Trade Centre in New York on
September 11 2001. The telling and retelling of stories that relate to such catastrophes
offer a way of starting to come to terms with feelings of loss, of dealing with them and of

creating a direction for the future (Fairbairn, 2002).
Fairbairn also explained how hypothetical stories could be used to serve a different form of

learning. Hypothetical stories could prompt discussion, deliberation and debate around

examples of ethical and moral dilemmas that individuals, such as health professionals,
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might come to experience in real life. As the stories are explored, new insights tend to
emerge. The views held by other people and the reasoning process in which individuals
engage in order to address the problem help develop new perspectives and understanding.

Thus, the experience promotes learning and professional development.

Arnett (2002), whilst exploring the essence of some of Freire’s work on pedagogy, referred
to narrative as a form of participatory learning. Freire’s communication ethic advocated
story as the starting point of communication as a way of engaging all parties in the process.
Similarly Brown and Duguid (1991) had earlier reported on organisational learning that
occurred as groups of people came together, told stories that were meaningful in relation to
a specific problem or project and used their collective knowledge to solve problems. They

thereby learnt together as a community.

People with ideas come together in dialogue and engage in reflection and action. Learning
through dialogue emphasises fellowship and solidarity (Arnett, 2002: 492). Yet learning
can be restricted if there are competing visions or tensions between different classes of
people as they attempt to communicate with each other. As Arnett (2002: 498) reported,
‘narratives of privilege exclude the disadvantaged from participation, but a story-centred
communication ethic at least attempts to find common ground through storytelling’.
Through the encounter with a narrative, an individual shapes and refines their sense of the
other person, as one person’s story is received through the lens of another person. There is
danger, however, in that there is risk of making the story of another person what the

listener wants it to become (Cottle, 2002).

To return to occupational therapy, examples are beginning to emerge of how storytelling is
becoming useful not just for therapeutic purposes but also in learning situations.
McAllister (2003:231) explained how, in her doctoral work, she explored with clinical
educators the development and resolution of challenges that students had presented to them
on placement. Thoughts and feelings surfaced as stories were told. The reflections not only

offered the researcher insights into how educators used their skills to deal with challenges,
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it also offered the participants some insights into the emotions that the process evoked. It
was recognised that storytelling brought to the surface ‘buried emotions, anxieties and self-

doubt’ that required careful and sensitive handling in the process of research.

McAllister (2003:229) claimed that stories were rich in detail and provided ‘valuable
insights into the knowledge bases, values, expertise and reasoning at play in professional
practice’. The use of story in her own research convinced her of the value of storytelling as

a professional development tool.

Learning through storytelling does not only emerge through partnership and collaborative
work. Autobiographical work also prompts experience-based learning as individuals make
themselves the object of examination and reveal their story as an unfolding journey of self-
discovery. Autobiography involves not just recalling the story but recreating it. As with
other stories, however, the revelations depend on the extent to which the story has been

modified or refined in its re-presentation (Erben, 1998).

This chapter has explored the nature of narrative and storytelling and some of the functions
they serve in the health and social care professions. It has highlighted a range of topics that
have been the subject of narrative research and demonstrated the increasing use of

storytelling as a medium for learning and professional development.

This review has helped me to clarify my understanding of, and to distinguish between, the
terms ‘story’ and ‘narrative’ even though some authors appear to use the terms
interchangeably. ‘Story’, as I have come to understand the term, reflects the facts of the
event or account of the experience that occurred. Storytelling I now view as the process of
delivering a narrative at some time after the event or experience, whereby that narrative
becomes a version of the original story reflected upon and personalised by the storyteller.
The event or experience might be referenced, but in the process of narration, the story
could be modified by the storyteller to accommodate the perceived needs of a particular

audience or context, or in relation to what the storyteller wished to divulge, omit or
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Chapter 3

ORGANISATIONAL AND CAREER STORIES

Introduction

It has so far been established that occupational therapists and other health professionals use
storytelling in their work with people (Mattingly, 1998; Payne, 2000). Stories can emerge
through work that takes place in settings, groups and organisations that are established
purposefully to address selected problems related to ill health or lack of well-being. The
emphasis here is on bringing about improvement in a life by envisioning and working
towards a personally desired future with the narrator and listener working in partnership.
Stories told through narrative inquiry and other educational processes can also facilitate
understanding, learning, professional development and personal growth. Storytelling can
generate feelings of emotion and can prompt ways of resolving personal dilemmas. The

process can lead to the experience of transition and growth.

The multi-dimensional and multi-functional characteristics of storytelling have thus begun
to emerge. This chapter moves further into the realms of narrative to explore storytelling as
a feature of organisational life and then begins to make the links between work life within

organisations, narratives and careers.

Organisational storytelling

There is evidence that storytelling occurs in organisations but it seems to operate for
seemingly different purposes than those so far explained in this work. Those who have
used narrative approaches in organisational research, for example, Czarniawska (1997) and
Gabriel (2000) have revealed not only how stories perpetuate organisational culture but
also how they can facilitate organisational learning and growth. An exploration of the

dynamics of organisational life and of the feelings and emotions experienced by members
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through their stories (Sandelands and Boudens, 2000) can promote learning and

development of a more collective order.

According to Schein (1992) an organisation comprises a group of individuals who share
the same culture and contribute to the achievement of common goals. It also serves as the
emotional arena in which social dramas are played out (Fineman 1993). Gabriel (2000)
suggested that a culture, as folklore, is partially reinforced by the stories told within
organisations. Stories can comprise ‘a unique combination of random events, interests,
intentions and counter-intentions and existing routines’ (Czarniawska, 1997: 92). They
can help communities to pass their spiritual, moral and cultural heritage from generation to
generation, they are vital for the instruction of young people, they generate behavioural

expectations and they offer models of emulation and avoidance (Gabriel, 2000: 88).

Stories can reveal both individual and collective views of organisational life, raising issues
for further debate and providing a clearer understanding of organisational reality and future
direction (Gabriel, 2000). Stories can also reveal paradoxes or lead to multiple meaning-
making from a given set of circumstances (Czarniawska, 1997) so that formulating a new
direction with clarity becomes more difficult. Stories can also capture the imagination.
Sharing imaginative thoughts with others can help members to rethink, redefine and
reshape organisational life. Creative images might be enacted in new ways to effect change

and prompt organisational learning and growth (Morgan, 1997).

Organisational narratives thus present the main ways of communicating and knowing
within organisations (Czarniawska,1998). They can inform both practice and research and
thus prompt change. Research through narrative can lead, not only to a deeper
understanding of organisational realities, but also to insights into feelings and emotions
experienced by people at work (Sandelands and Boudens, 2000). Organisations present the
settings in which human behaviour and emotion can be explored (Fineman, 1993;
Czarniawska,1997). They are the contexts in which human intentions have meaning, make

sense and are best understood (Gabriel, 2000).
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Historically, Gabriel (2000) argued, storytelling has been seen as folklore and as a form of
entertainment more within the realm of fantasy than in the realm of science. It could be
subject to invention and elaboration and might therefore be considered unsafe as a means
of developing scientific knowledge. Yet Gabriel, drawing from the work of Benjamin
(1968), raised the issue of story being the product of personal experience and hence
something to be valued. Benjamin had proposed that the devaluation of personal
experience was partially responsible for the earlier demise of storytelling in society. Yet all
has not been lost. Storytelling, Gabriel (2000:15) advised, could still be found in ‘nooks
and crannies of modernity, from the psychoanalyst’s couch to the impersonal spaces of

organisations’.

Sandelands and Boudens (2000) reinforced the fact that narratives have long been evident
in the study of human experience. They, too, noted the turn of the humanities away from
scientific claims of objective truth towards personal truths and unique perspectives on
experiences. But they also saw narratives as being able to contribute to the discovery of

universal human truths about the feelings and forms of human life.

So storytelling continues to provide vital and valuable insights into the nature of
organisations and the experiences of their members through ‘windows into organisational
life’ (Gabriel, 2000: 29). Some of the stories will evolve over time. Some will disappear,
some will reappear, some will become embellished and be given new meaning. Stories are
the raw material of research into organisations and their members. They serve as natural

‘packages’ for organising information of many different kinds (McAdams, 1993).

According to Czarniawska (1998) organisational studies take at least four forms:
organisational research written in the mode of a story, organisational research through
stories, organisational research that conceptualises both organisational life as storymaking
and organisational research as story reading, and disciplinary reflection in the form of
literary critique. These forms of research are generally to be found in case studies. Peters

and Waterman (1982) referred to their book In Search of Excellence as being the product
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of research that involved interviews with representatives of major organisations. However,
the data were frequently referred to as stories through which examples of corporate
excellence emerged. They were referred to by the authors as incidents of unusual effort on

the part of ordinary employees.

So, it can be confirmed that stories abound, not only in therapeutic but also in
non-therapeutic environments. Whereas storytelling in therapeutic situations enables
individuals to make sense of trauma and drama in individuals’ lives and to forecast a
desirable future, storytelling in organisational settings helps to perpetuate the culture in
those settings and also makes an important contribution to sense-making within the context
in which they are told. These stories are of enormous value to researchers as they provide
clues about the symbolic and emotional life of organisations capturing both typical and
atypical states of affairs for examination (Gabriel, 2000). From his work in organisations,

Gabriel proposed a definition of stories:

Stories are narratives with plots and characters, generating emotion in narrator
and audience, through a poetic elaboration of symbolic material. This material
may be a product of fantasy or experience, including an experience of earlier
narratives. Story plots entail conflicts, predicaments, trials, coincidences, and
crisis that call for choices, decisions, actions and interactions, whose actual
outcomes are often at odds with the characters’ intentions and purposes. (Gabriel,
2000: 239)

This definition is important as it helps with an understanding of the way in which narrators

and characters in the story deal with situations that have an impact on their life.

Dalton (1989) explored the interplay between individuals and their employing
organisations and how the organisational setting might promote or inhibit individuals’
development and growth. He reviewed different models of career, noting how work-
related organisations enabled individuals to find a role and identity within the organisation.
He highlighted Schein’s (1978) reciprocal model that acknowledged both the

organisation’s and individual’s contribution that resulted in mutual growth.
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Hall (2002) claimed that careers provide people with a sense of meaning and purpose in
their life, and quality of life. Work provides a setting in which a whole range of human
needs can be met. For this to materialise, however, there has to be person-job fit. There can
be no expectation of continuing loyalty if there is no interest in the job. This might
partially explain how Peters and Waterman (1982) found stories of excellence within
organisations. A career, however, is perceived as an individually tailored state of affairs
related to work life that, for each individual, provides a unique set of experiences that

might lend themselves to storytelling.

Careers in organisations

A career has variously been defined as ‘a succession of related jobs arranged in a
hierarchy of prestige through which persons move in an ordered sequence’ (Wilensky,
1961: 523); ‘the evolving sequence of a person’s work experiences over time’ (Arthur et
al, 1989: 8) and ‘the individual’s sequence of experiences, roles and relationships in work-
related organisations’ (Dalton, 1989: 89). These definitions, whilst stressing the sequential
nature of a career, also infer progression or development along some aspect of the life

course.

Herriot (1992) perceived the idea of career to be dynamic and about change in the
individual in view of the potential learning that could take place within employment.
Armold (1997: 1) claimed that careers encompassed a wide range of sequences of
occupational experiences that do not necessarily involve promotion but that may cross
occupational and organisational boundaries. His definition cast the career as sométhing
personal. It was, he stated, the ‘sequence of employment-related positions, roles, activities

and experiences encountered by a person’ (Arnold, 1997: 16).

It seemed important to Amold to be concerned with how the different elements of a career
unfolded over time, the extent to which they matched with the individual’s interests as
those interests changed over the life course and the extent to which they enabled the

individual to develop new skills and realise potential. However, it had also to be
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recognised that two people with the same career history would describe their career in very

different ways in the light of the way in which, individually, they viewed the world.

Hall (2002) reviewed four ways in which career might be perceived: as advancement, as a
profession, as a lifelong sequence of a job and as a lifelong sequence of role-related
experiences. He challenged the notion of vertical mobility as a characteristic of a career
claiming that this was not necessary for advancement. He concluded that a definition of a
contemporary career needed to be much broader. The concept of career needed to be seen
more as a process and he offered the following definition:

The career is the individually perceived sequence of attitudes and behaviours
associated with work-related experiences and activities over the span of the
person’s life (Hall, 2002:12).

Hall was concerned that the shift towards increased personal choice for those on career
paths would be reflected in a career definition and so that success in a career could be
measured in different ways. A definition could not be confined to seeing a career in terms
of upward mobility alone and it could not be restricted to a series of positions within the
same employment, it had to embrace mobility between jobs. It had to reflect the greater
autonomy of individuals who changed jobs to further their career, who wished to pursue
personal interests or who made personal choices around the needs of the family. A new
definition of career had to reflect the current and dynamic social context of work. Hence
his definition explained career as a life long process yet still focused on those activities that

related exclusively to work.

Nicholson and West (1989) had earlier made the point that a more neutral term such as
‘work histories’ might be more suitable to denote sequences of job experiences, with the
term ‘career’ being reserved for the sense that individuals made of them. Work histories
would then become ‘lifetime journeys’, and careers would be the tales that were told about
them. These authors recommended that work histories and careers be studied in three

ways, firstly, as the meaning of work to individuals that shape their future; secondly, as
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transitions, the periods between them and the adjustments that individuals must make, and

thirdly, as elements of particular cultures.

From the literature it would seem to be important for individuals to seek a “fit’ between
themselves and the environment in which they are to work although, interestingly, ‘fit’
could be interpreted a number of ways. Individuals might seek career moves to provide an
increasingly better fit in what they do or they might shape their jobs to fi better with their
personal interests or requirements (Savickas, 2000). Savickas also suggested that fitting
work into individuals’ lives might be more important than how individuals come to fit into
occupations. These observations imply that individuals can and should be in control of
their work, their career decisions and career moves. Career and employment choices might

reflect a need to keep work and non-work in balance.

Woodd (2000) recollected Herriot’s (1992) assertion that a career was just as much about
beliefs, values, expectations and aspirations as the relationship between the individual and
the organisation. She summarised some of the psychological theories that emphasised
congruence between i)ersonality and environment but also acknowledged the limitations of
development models that focused on life stages and ignored context. An individual, she

argued, could not be separated from the context or their perception of it.

When it comes to the relationship between the individual and the job, Schein’s (1978)
concept of career anchors still appears to have some merit as it continues to be used in
organisational research (Yarnell, 1998). Schein’s definition of a career anchor was ‘a
pattern of self-perceived talents, motives and values that serve to guide, constrain, stabilise
and integrate individual careers’ (cited in Yarnell, 1998: 56). Derr and Laurent (1989)
recognised how career anchors, and the nature and interdependence of internal and external
factors could impact on individuals’ career decisions. In the study reported by Yamell
(1998) biographical data on employees provided a basis for comparing individuals’ career
anchors, for example, those that dominate in the careers of men compared with those that

dominate in the careers of women. The research went some way towards determining the
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factors that motivate different people so that effective career development strategies could

be created for the workforce.

Marshall (1989) claimed that career theory was firmly rooted in male values. Dalton
(1989) also reflected that only in the last half of the twentieth century had women become
a significant feature of the workforce in organisations, intimating that women’s careers
may well have suffered, and may continue to suffer, from neglect. Gallos (1989) reviewed
the gender differences in career perceptions and the dimensions that apply to women’s
careers, such as different life phases, carer responsibilities, the meaning of success and the
way in which women’s careers tend to combine achievement with nurturance. Kelly and
Marin (1998) reported on the perceived conflict for women between work and family, job
mobility and job satisfaction. Probert (1999) highlighted the disparity between men and
women with regard to education, training and career development opportunities and Mavin
(2000) questioned the relevance of traditional career development models to women whose
working patterns were entirely different from those of men. It would seem that their career

decisions had to take very different sets of circumstances into account.

Career decisions

Drawing on the work of Parsons (1909), Arnold (1997) reflected that a clear understanding
of one’s own attitudes, abilities and ambitions, together with a knowledge of the
requirements and conditions of particular work opportunities, were factors that assisted
individuals to make decisions about a future career. However, it was also noted that this
understanding assumed some stability of both an individual’s personality and the context
of the characteristics of the work. However, it was likely that fluctuations in neither of
these components were taken into account. Values, which Arnold (1997: 99) defined as
‘abstract outcomes’ a person wished to attain, and talents, which were described as
attributes or pre-dispositions to being able to learn a skill, could also be considered
significant and influence decisions either to pursue or reject particular careers or career
paths. Yet, giving consideration only to personal traits failed to acknowledge other

personal circumstances, such as domestic circumstances, that might enable or prevent the
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pursuit of particular employment choices, especially those for women. Decisions must
therefore be made in relation to a range of factors that have a bearing on individual
circumstances. Women seemingly experience more conflicts than men in career decision-

making (Hall, 2002) given the roles that they tend to play in domestic as well as work life.

Career: learning and life stages

Hall (2002: 90) has now argued for thinking of careers as ‘learning stages’. This is based
on the premise that a career is a process of continuous learning throughout working life as
a person undergoes many role transitions. He went on to explain that the interaction
between the person and the work environment produces opportunities, learning, attitudes,
achievements and other outcomes that can affect the future course of a person’s life and
influence later performance. A career thus involves personal learning and development
over time and this may be particularly so where frequent changes in employment take
place. Arnold (1997) claimed that careers were becoming increasingly less predictable and
life long learning was required for effective career management that could involve frequent
moves from one employment situation to another. He saw transitions between one job and
another as interrelated stages where each stage demanded something different of the
individual. So careers are not necessarily experienced as smooth, continuous processes in
life. There are different life stages, passages or seasons that separate out the components of

alife (Plummer, 2001) and these may be reflected in the career path.

Narrative study of careers

Faltermaier (1992) commented on the revival of narrative methods in research and a
growing interest in the interpretation of the worlds of individuals. Retrospective accounts
of events, he suggested, made it possible to capture longer periods of a life without the
need for a longitudinal study. It was possible to explore life events, changes, turning points
and priorities in a life through the individual’s perception and interpretation of events. Life
events could be peripheral or central, or mark a turning point in a life, yet they could still

be singled out from the flow of life changes and experiences.
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Turning points could be defined as ‘marked and discrete changes in the life world of an
individual’ that were meaningful and emotionally significant for the person but which
ought to be analysed, not in isolation, but within the biographical and social context in
which they occurred (Faltermaier, 1992: 50). A turning point might be related to
education, employment, or some relationship and would normally indicate a change in
circumstance, a change in direction or new challenges for an individual (Sloan, 1992).
Career decisions might be counted among them. Transitions can occur (Nicholson and
West, 1989), sometimes in relation to change of role. Events or interactional moments and
experiences that Denzin (1989: 70) called epiphanies can leave marks on people’s lives.

Storytelling might help organise these experiences in some meaningful way.

‘An understanding of career comes from an understanding of the stories people tell about
themselves’ (Young and Collin, 1992: 8) so studying careers means listening to people’s
narratives and interpreting them, but most importantly, interpreting them in context. The
wider context might be the individual’s life plan. The individual locates him or herself
between the past and anticipated future and takes a reflective look back at the past, having
been distanced from it for a while. There is temporary connectivity with the past to enable
it to be integrated with the present and the future so giving it a place within a personal life
history (Hopfl, 1992). Hopfl (1992: 19) considered the issue of time as a ‘much taken-for-
granted dimension of experience’ in that throwing it into focus ‘is to touch on a level of
subjectivity that inevitably discloses aspects of the nature of being’. She continued by
stating that ‘since time is the ordering principle that makes sense of experience, to ask
someone to tell you about their time is simply another way of asking them to tell you about

themselves’.

So Collin and Young (1992) confirmed that careers could be explored through narrative.
Thomas (1995a) provided some examples. Thomas claimed that narratives were vehicles
for bringing out aspects of teachers’ accumulated experiential knowledge in context-

specific situations and that recurring themes could be identified.
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Chapter 4

THE BIOGRAPHICAL TRADITION

Introduction

This chapter explores the characteristics of the biographical tradition. Biographical
approaches enable the meaning of events and experiences within a life story to be
constructed. These approaches began to gain favour under the umbrella of constructivism
when it was realised that there was a need for a more sympathetic approach to researching
human experience, which positivism could not fulfil. The chapter will show that narration
and storytelling are the means by which the essential aspects of human life can be
discovered. Life history, life story and life review are also reviewed in this chapter.
Overall, the chapter aims to set the theoretical context in which this study has been carried

out.

Disciplined inquiry

‘Research is a process of systematic (and not so systematic) inquiry that leads to
knowledge stated in propositions’ (Heron, 1981:19). Research has also been described as
‘disciplined inquiry’ that stands up to public scrutiny, the discipline with which it is carried
out and reported being the benchmark of the research process (Lincoln and Guba, 1985).
For much of the last two centuries, positivism, embracing objective, disciplined
approaches, was recognised as the dominant research paradigm. Knowledge of a scientific
nature was to be discovered only by researchers who remained detached from the research
process and used valid and reliable measures that claimed to be error and value free. The
turn of the twentieth century, however, saw the emergence of a number of other
approaches that focused on humanism and that have since been advanced, albeit with some

difficulty, as “disciplined inquiry’.

Positivism claimed to deal with the physical world but could not deal adequately with the

human world, which was complex and comprised many human perspectives (Schwandt,
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1994). This world, and the lives of those who experienced it, needed to be explored and
interpreted, and some understanding was required of personal experiences and the meaning
for individual actors of their world. Positivism was thus rejected as being too rigid for
exploring human life. Whilst it was objective and value-free, it dismissed human insight
and the significant contribution that human participants could bring to the inquiry. Human
life was deemed to be full of ambiguity and uncertainty and a research approach was
needed that could embrace the human situation and make allowances for unique

perspectives and individuality within an ever changing social world (Harre, 1981).

So whilst positivism, and postpositivism that superseded it, remained closely aligned as
traditions that excluded human participation and interaction, the newer traditions of critical
theory and constructivism gained favour as they actively embraced these traits. Critical
theory, and most particularly constructivism, emerged as paradigms that used naturalistic
inquiry and acknowledged the contribution of participants as being central to the research
process. They emerged as paradigms of choice through which the human voice might be
heard.

Naturalism and constructivism

‘Naturalism’ emerged as an alternative way of coming to know and to understand the
world, focusing on and using the perspectives of those who lived in it and held views about
the world. Not only did naturalistic approaches actively seek and value the contributions of
participants they also sought to understand the relationship between the researcher and the
research (Denzin and Lincoln, 1994), a feature necessarily absent in approaches within the
positivist paradigm. Approaches used in naturalistic inquiry offered greater methodological
choice to researchers discontent with the perceived limitations of experimental scientific
designs. They allowed, indeed sought, different interpretations of experience. Multiple
realities constructed with participants through the research process were accepted within
the tradition. Ethnographical, phenomenological, biographical and other humanistic forms
of inquiry became established as qualitative approaches under the umbrella of naturalistic

inquiry, offering different ways of studying lives within society and lives as they change
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over time. Guba and Lincoln (1994) declared their interest in naturalistic inquiry and its

redefinition as constructivism.

Constructivism, otherwise known as the interpretive paradigm, was seen as a
‘revolutionary move’, rather than an accommodation in previous thinking (Lincoln and
Guba, 1985). It focused on interpretation and construction of reality and not so much
challenged positivism as offered a complementary way of discovering reality, and different

kinds of reality that could be entertained as reliable knowledge.

Constructivists thrive on difference and anticipate change. They recognise that knowledge
is not a fixed composition of given or determined facts but is created from multiple
perspectives and is shaped and redefined over time. Reality is seen as a construct of the
human mind and people construct the world in different ways, framed within and by the
stories they tell. There can therefore be ‘different understandings of what is real’ (Bassey,
1999: 43). As people change their minds after new experiences, or even after reflecting on
their experiences, a new reality is reconstructed. Reality has plasticity (Schwandt, 1994) to
allow for adaptation and to accommodate change, and to make adjustments for new sense-
making. Constructivism is therefore much more adaptable than earlier conventions
embraced within positivism. It allows for individual life stories and collective stories
within society to be told and explored and to be revisited and reinterpreted to reflect
change over time. It is therefore dynamic as a tradition, able to reflect the past yet

accommodate a future.

To summarise, constructivism has emerged as a paradigm that takes account of the
position of participants in their social world and the interpretations that they offer of their
experiences in their world. Ethnographic, phenomenological and biographical modes of
inquiry have these characteristics in common. These approaches rely on individual
contributions to the research process, often using storytelling to discover the perceptions

and positions of individuals in relation to the society in which they exist.
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Storytelling: the human voice
Research that seeks to understand human experiences uses the human voice as the vehicle

through which stories of experiences are raised to consciousness and made public.

However, Reason and Hawkins (1988) explored whether storytelling could be construed as
‘science’ that produced knowledge. They cited Churchman (1971:178) who claimed that
not all stories qualified as science but science had to take stories seriously. Stories
provided the ‘hardest body of evidence and the best method of problem definition’ but for
the purpose of science, good stories were needed that provided insights into the human
condition. Reason and Hawkins (1988) claimed that science had always been critical and
open to amendment but suggested that storytelling, as scientific inquiry, had to be

conducted with care.

Stories have been much-used by biographers to explore individual lives and to examine
them from different perspectives (Plummer, 1983). Events, roles, experiences,
relationships and the contemporary and historical context in which those lives are being, or
have been, played out can be explored. Individual life stories enable personal identity to be
examined through the ups and downs of life, through turning points and through positive
experiences as well as through those experiences that engender feelings of inadequacy and
dissatisfaction. Individual explanations and the exploration of meaning for the individual

enable a complex, multi-dimensional picture of the individual to be built up.

Abma (1999) suggested that telling the story of significant events or experiences may
actually become a turning point or a transition for the storyteller, prompting a personal
change of direction. Bridges (1980) would see such a story as having a particular sequence
that mirrored the way in which an individual worked through the transition and dealt with
the issues it generated. A story dealing with transition would first involve an ending, then a
middle or neutral zone, and finally a new beginning. Any process of inquiry would need to
capture and interpret these stories as a complete entity to ensure that the experiences of the

individual, as he or she works through personal dilemmas and their resolutions, are not
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