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Abstract 

 
This dissertation examined the research-based teacher education at the University of Helsinki 
from different theoretical and practical perspectives. Five studies focused on these perspectives 
separately as well as overlappingly. 

Study I focused on the reflection process of graduating teacher students. The data consisted 
of essays the students wrote as their last assignment before graduating, where their assignment 
was to examine their development as researchers during their MA thesis research process. The 
results indicated that the teacher students had analysed their own development thoroughly during 
the process and that they had reflected on theoretical as well as practical educational matters. 
The results also pointed out that, in the students’ opinion, personally conducted research is a 
significant learning process. 

Study II investigated teacher students’ workplace learning and the integration of theory and 
practice in teacher education. The students’ interviews focused on their learning of teacher’s 
work prior to education. The interviewees’ responses concerning their ‘surviving’ in teaching 
prior to teacher education were categorized into three categories: learning through experiences, 
school as a teacher learning environment, and case-specific learning. The survey part of the 
study focused on integration of theory and practice within the education process. The results 
showed that the students who worked while they studied took advantage of the studies and ap-
plied them to work. They set more demanding teaching goals and reflected on their work more 
theoretically. 

Study III examined practical aspects of the teacher students’ MA thesis research as well as 
the integration of theory and practice in teacher education. The participants were surveyed using 
a web-based survey which dealt with the participants’ teacher education experiences. According 
to the results, most of the students had chosen a practical topic for their MA thesis, one arising 
from their work environment, and most had chosen a research topic that would develop their 
own teaching. The results showed that the integration of theory and practice had taken place in 
much of the course work, but most obviously in the practicum periods, and also in the courses 
concerning the school subjects. The majority felt that the education had in some way been suc-
cessful with regards to integration. 

Study IV explored the idea of considering teacher students’ MA thesis research as profes-
sional development. Twenty-three teachers were interviewed on the subject of their experiences 
of conducting research about their own work as teachers. The results of the interviews showed 
that the reasons for choosing the MA thesis research topic were multiple: practical, theoretical, 
personal, professional reasons, as well as outside effect. The objectives of the MA thesis re-
search, besides graduating, were actual projects, developing the ability to work as teachers, con-
ducting significant research, and sharing knowledge of the topic. The results indicated that an 
MA thesis can function as a tool for professional development, for example in finding ways for 
adjusting teaching, increasing interaction skills, gaining knowledge or improving reflection on 
theory and/or practice, strengthening self-confidence as a teacher, increasing researching skills or 



 

 

academic writing skills, as well as becoming critical and being able to read scientific and aca-
demic literature. 

Study V analysed teachers’ views of the impact of practitioner research. According to the re-
sults, the interviewees considered the benefits of practitioner research to be many, affecting 
teachers, pupils, parents, the working community, and the wider society. Most of the teachers 
indicated that they intended to continue to conduct research in the future. The results also 
showed that teachers often reflected personally and collectively, and viewed this as important. 

These five studies point out that MA thesis research is and can be a useful tool for increasing 
reflection along with personal and professional development, as well as integrating theory and 
practice. The studies suggest that more advantage could be taken of the MA thesis research pro-
ject. More integration of working and studying could and should be made possible for teacher 
students. This could be done in various ways within teacher education, but the MA thesis should 
be seen as a pedagogical possibility. 
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Tiivistelmä 

 
Tässä väitöskirjassa tutkittiin Helsingin yliopiston tutkimuspainotteista opettajankoulutusta eri 
teoreettisista ja käytännöllisistä näkökulmista. Viisi erillistä tutkimusta keskittyivät eri näkökul-
miin toisaalta erikseen ja toisaalta limittäin. 

Osatutkimus I keskittyi valmistuvien opettaja-opiskelijoiden reflektioprosessiin. Aineisto 
koostui esseistä, jotka opiskelijat ovat kirjoittaneet kypsyysnäytteenä ennen valmistumistansa. 
Kypsyysnäytteessä heidän tuli pohtia kehittymistään tutkijoina pro gradu -tutkielman tekoproses-
sin aikana. Tulokset osoittivat, että opettaja-opiskelijat analysoivat omaa kehittymistään tarkasti 
ja he reflektoivat sekä teoreettisesti että käytännöllisesti kasvatuksellisia asioita. Opettaja-
opiskelijoille henkilökohtainen tutkimus oli osoittautunut merkittäväksi oppimisprosessiksi.  

Osatutkimus II tutki opettajaksi opiskelevien työssäoppimista sekä teorian ja käytännön in-
tegraatiota opettajankoulutuksessa. Opettajaksi opiskelevien haastattelut siitä, miten he ”selvisi-
vät” opettajan työssään ennen koulutusta luokiteltiin kolmeen luokkaan: Kokemusten kautta 
oppiminen, Koulu oppimisympäristönä; ja Tapauskohtainen oppiminen. Osatutkimuksen kysely-
osuus keskittyi teorian ja käytännön integraation opettajankoulutuksessa. Tulosten mukaan opis-
kelijat jotka työskentelivät samaan aikaan kuin opiskelivat, kykenivät hyödyntämään oppimaan-
sa työssään. Koulutuksen myötä he asettivat vaativampia opetuksellisia tavoitteita sekä reflektoi-
vat teoreettisemmin. 

Osatutkimus III analysoi opettajaksi opiskelevien pro gradu -tutkielman käytännöllisiä puo-
lia, sekä teorian ja käytännön integraatiota opettajankoulutuksessa. Verkkolomakkeen avulla 
vastaajat ottivat kantaa väittämiin jotka käsittelivät heidän kokemuksiaan. Vastaajat olivat valin-
neet käytännöllisen pro gradu -tutkielma-aiheen, joka oli noussut heidän omista työkokemuksis-
taan, ja joka palvelisi heidän työtään. Teorian ja käytännön integraatio oli onnistunut vastaajien 
mielestä monissa opinnoissa, mutta selvimmin praktikumijaksoissa sekä koulussa opetettavien 
aineiden opinnoissa. Suurimman osan mielestä integraatio oli onnistunut ainakin jossain määrin. 

Osatutkimus IV tarkasteli pro gradu -tutkielmaa ammatillisen kehittymisen näkökulmasta. 
Kahtakymmentäkolmea opettajaa haastateltiin heidän kokemuksistaan. Tulosten mukaan pro 
gradu -tutkielma valittiin monista eri syistä; käytännöllisistä syistä, teoreettisista syistä, ammatil-
lisista syistä ja ulkopuolisen vaikuttimen johdosta. Pro gradu -tutkielmalle oli myös asetettu 
muita tavoitteita valmistumisen lisäksi, kuten projektiin osallistuminen, opettajana kehittyminen, 
merkittävän tutkimuksen tekeminen, sekä aiheesta tietoisuuden lisääminen. Tulokset osoittavat, 
että pro gradu -tutkielma voi toimia ammatillisen kehittymisen välineenä, esimerkiksi, löytämäl-
lä tapoja opetuksen muokkaamiseen, vuorovaikutustaitojen kehittämiseen, tiedon lisäämiseen, 
teoreettisen tai käytännöllisen reflektion lisäämiseen, ammatillisen itseluottamuksen lisäämiseen, 
tutkimustaitojen tai akateemisen kirjoittamisen taitojen lisäämiseen, kriittisyyden opettamiseen 
sekä siihen, että oppii lukemaan tieteellistä ja akateemista tekstiä. 

Osatutkimus V analysoi oman työnsä tutkimisen vaikutusta. Tulosten mukaan haastateltavat 
löysivät monia hyötyjä oman työnsä tutkimiseen. He kokivat, että tällaisesta tutkimuksesta voisi-
vat hyötyä opettajat, oppilaat, vanhemmat, työyhteisö sekä laajempi yhteisö/yhteiskunta. Monet 



 

 

opettajat totesivat, että heillä on aikeita jatkaa oman työnsä tutkimista. He myöskin kertoivat 
reflektoivansa usein henkilökohtaisesti sekä kollektiivisesti, ja pitivät tätä tärkeänä. 

Nämä viisi osatutkimusta osoittivat, että pro gradu -tutkielma on ja voi olla hyvä väline ref-
lektion, henkilökohtaisen ja ammatillisen kasvun kehittämiseen, sekä teorian ja käytännön integ-
roimiseen. Näiden tutkimusten mukaan pro gradu -tutkielmaprosessia voitaisiin hyödyntää 
enemmän. Myös työn ja koulutuksen integrointia voisi ja pitäisi lisätä koulutukseen. Tätä voitai-
siin tehdä monella tavalla, mutta pro gradu -tutkielma tulisi nähdä yhtenä pedagogisena vaihto-
ehtona. 

 
 

 

Avainsanat: Tutkimuspainotteinen opettajankoulutus, teoria-käytäntö -suhde, reflektio, ammatil-
linen kehittyminen, tutkimus 



Widening Perspectives of Teacher Education v 

 

Acknowledgements 
 

Today researching is not solely an individual’s lonely project. Although ma-
jor part of the work has to be done alone, researching community becomes 
more and more important in the present world.  

Thus also this five-part study has been contributed greatly by many peo-
ple. First, my supervisor Professor Leena Krokfors has guided me through 
the many steps of this study. As a co-author of three articles, she has given 
significant and valuable support for the articles to become finished. I am also 
honoured to have been given a chance to be part of the Center for Research 
on Teaching. Professor emeritus Pertti Kansanen has lead the way in studying 
teacher education at the University of Helsinki and I am privileged to have 
been his student, as well as to continue collaboration with him in the Multi-
mode research group. 

To the Head of the Department of Applied Sciences of Education, Profes-
sor Juhani Hytönen I am deeply indebted. His support has pushed me forward 
with this thesis. To my supervisors, Adjunct Professor Riitta Jyrhämä and 
Professor Jukka Husu I want to express many warm thanks. Without Riitta 
Jyrhämä’s continuing support and empathy I do not think I would be at this 
point right now. Jukka Husu has been an important critical reader; such a 
person every doctoral student needs. 

An extremely important supporter and a friend has been Adjunct Profes-
sor Heikki Kynäslahti. We have shared many laughs together, some about 
work, and some about something completely outside work. As a senior re-
searcher, Heikki Kynäslahti has given me a lot of important advice. 

Of the beginning of my researching career I need to thank Doctor Matti 
Meri. Under his guidance, several years ago, all this began.  

My dear colleagues and friends have been essential in so many ways. I 
want to express my thanks to Katariina Stenberg, Sari Mullola, Sanna Patri-
kainen, Riikkalotta Janhunen, and Auli Toom. With you all I have been able 
to share joy and sorrow, the ups and downs of researching—and life. I owe 
special thanks to Sini Juuti for her continuous empathy, her wise advice and 
her understanding. Sini, I hope you know how grateful I am for your friend-
ship! 

I would also like to thank the entire Center for Research on Teaching. 
Many thanks to Adjunct Professor Reijo Byman for many good advice, as 
well as thanks to Professor emeritus Kari Uusikylä. I also have been fortunate 
to be part of the Interplay -research group. The discussions in the group are 
always inspiring, thank you all for them.  



vi Katriina Maaranen 
 

 

I also want express my gratitude to the pre-examiners, Professor Sven-Erik 
Hansen and Adjunct Professor Ritva Jakku-Sihvonen for their critical and 
clarifying comments that helped me to improve this study. Also Amanuensis 
FM Kari Perenius, as well as language reviser John Gage, B.F.A. from the 
Language Center, have been invaluable aides.  

Without all those teachers and teacher students who participated in the 
study, this would not have been possible. To them I owe many, many thanks.  

Finally, I want to thank the most precious people in my life. My parents 
Riitta and Heikki Paavilainen have taught me the meaning of good education 
and moral values. For your continuous support in so many levels, I am ex-
tremely grateful. I also want to express many thanks to my in-laws who have 
made it possible for us to work. 

However, above all, I need to thank the three men in my life: my dear 
husband Jarkko for his constant encouragement, without which I certainly 
would have given up many times, and my two beautiful boys, Akseli and 
Joonas for their unquestioned love. My family has kept my feet firmly on the 
ground and given me the most important meaning of life. Thank you three for 
that!  



Widening Perspectives of Teacher Education vii 

 

Contents 
 
1 Introduction...................................................................................................1 

1.1 The Research Approach .......................................................................2 
1.2 Research-based Teacher Education ......................................................8 
1.3 Finnish Teacher Education as Higher Education...............................11 

 
2 Theoretical Background ............................................................................17 

2.1 Views of Theory and Practice.............................................................17 
2.1.1 Professional Development Approach......................................22 
2.1.2 Workplace Learning in the Context of Teacher 

Education ..................................................................................26 
2.2 Characteristics of Reflection...............................................................30 
2.3 Teacher Research: Traditions, Aspects and Features ........................39 

2.3.1 Teacher or Practitioner Research.............................................39 
2.3.2 Pedagogical Practitioner Research ..........................................48 

2.4 Main Theoretical Elements .................................................................50 
 
3 Aims of the Studies .....................................................................................53 
 
4 Methods ........................................................................................................55 

4.1 Genres of Empirical Research in Teacher Education........................55 
4.2 Mixed Methods and Sequential Studies .............................................57 

4.2.1 Mixed Methods Research ........................................................57 
4.2.2 Pragmatism and Mixed Methods or Mixed Model 

Research ....................................................................................61 
4.3 Data Sets, Procedures and Analysis ...................................................62 
4.4 Summarizing Methods and Data ........................................................66 

 
5 Results ..........................................................................................................69 

5.1 Reflection .............................................................................................69 
5.2 Integrating Theory and Practice..........................................................70 
5.3 The (Practitioner) Research Process...................................................71 
5.4 Professional and Personal Development ............................................73 
5.5 Summarising Main Results .................................................................76 

 
 
 



viii Katriina Maaranen 
 

 

6 Discussion and Pedagogical Implications ...............................................79 
6.1 What Can MA Thesis Offer to Teacher Students?............................79 
6.2 Integrating Working and Studying .....................................................84 
6.3 Limitations of the Study......................................................................88 
6.4 Future Perspectives .............................................................................93 

 
Appendices ........................................................................................................97 
 
References........................................................................................................101 
 
Original studies...............................................................................................111 



Contents ix 

 

This thesis consists of the following studies: 
 
 
Study I  
 

Maaranen, K. & Krokfors, L. (2007). Time to think?—
Primary school teacher students reflecting on their M.A. the-
sis research processes. Reflective Practice, Vol. 8, No. 3, 
359–73. 

 
Study II 
 

Maaranen, K., Kynäslahti, H. & Krokfors, L. (2008). Learn-
ing a teacher’s work. Journal of Workplace Learning, Vol. 
20, No. 2, 133–145. 

 
Study III 
 

Maaranen, K. & Krokfors, L. (2008). Researching pupils, 
schools and oneself. Teachers as integrators of theory and 
practice in initial teacher education. Journal of Education for 
Teaching, Vol. 34, No. 3, 207-222. 

 
Study IV 

Maaranen, K. Practitioner research as part of professional 
development in teacher education. Manuscript submitted to 
Journal of Teacher Development. 

 
Study V 

Maaranen, K. Teacher students’ research—A gateway to 
analytic thinking about teaching? A case study of Finnish 
primary school teachers. Submitted article.  

 





Widening Perspectives of Teacher Education 

1 Introduction 
 
“Much of what teachers need to know to be successful is invisible to lay ob-
servers, leading to the view that teaching requires little formal study and to 
frequent disdain for teacher education programs.” (Darling-Hammond, 2006, 
introduction.) These words illustrate how versatile, demanding and challen-
ging a teacher’s work is, but how it does not appear so. For this reason, 
teacher education has had to fight for its legitimation place in the academic 
community, and to be a part of higher education.  

Teachers need skills, knowledge and abilities to be able to do the work. 
Niemi & Jakku-Sihvonen (2006, pp. 44–45) list the required abilities as fol-
lows: the ability to support different learners, the ability to co-operate with 
other teachers in schools or other educational settings, the ability to promote 
cooperation with stakeholders, the ability to develop and improve curricula 
and learning environments, the ability to solve problems in school life or 
educational institutions, and the ability to reflect on one’s own professional 
identity. Teachers need critical minds and the ability to reflect, state Niemi & 
Jakku-Sihvonen (2006, p. 45). Darling-Hammond (2006) extends the view of 
future teacher’s work to include researching and collaboration: 

Preparing teachers as classroom researchers and expert collaborators who can 
learn from one another is essential when the range of knowledge for teaching has 
grown so expansive that it cannot be mastered by any individual and when stu-
dents’ infinitely diverse ways of learning are recognized as requiring continual 
adaptations in teaching. (Darling-Hammond, 2006, p. 305.) 
 

The previously mentioned demands illustrate how challenging a task the edu-
cation of teachers is. As we live in continuously changing times, teachers, 
schools, as well as teacher education must be able to change and develop.  

The present research is comprised of five separate journal articles and a 
comprehensive summary. This five-part study stems from my desire to know 
more about the process of becoming of a teacher within pre-service teacher 
education. The importance of academic teacher education as well as its po-
tential has intrigued me. The aim of this research is thus to widen perspec-
tives in order to view teacher education from different angles. In this intro-
duction, first the paradigmatic background is explained and then the context 
of the research is given. 
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1.1 The Research Approach  
 
Miles & Huberman (1994, p. 4) encourage researchers to make their prefer-
ences clear. It is important to know how the researcher views the social world 
(see also Huberman & Miles, 1994, p. 429). These ideas call attention to the 
importance of stating from which point of view the researcher has ap-
proached the research in question. Therefore in what follows, the premises 
for the present research are introduced.  

The case studies presented in this research commenced from very practi-
cal and pragmatic starting points. My interest in the central issues of the stud-
ies, the opportunity to investigate appropriate data, as well as finding the 
ways to discover answers to these issues have driven the research ahead. 
Thus I adopted a pragmatic position in approaching the research. According 
to Tashakkori & Teddlie (2003), pragmatists believe that the values of the 
researcher play a large role in the selection of research topics and in the in-
terpretation of results, and that researchers select topics that are of special 
interest to them but quite often also involve socially relevant aspects (pp. 
677–678). De Waal illustrates how difficultly defined and understood para-
digm pragmatism may be. Elaborating the concept more, he asserts that a 
pragmatism intimately connects theory and practice, thought and action (De 
Waal, 2005, p. 2): 

Schiller once said about the diversity of pragmatism that there are as many prag-
matisms as there are pragmatists. And since many pragmatists have changed their 
views, this estimate may even be called conservative. To make matters worse, the 
many strands of pragmatism are often ill at ease with each other, if not straight-
forwardly contradictory. (De Waal, 2005 preface.) 
 

According to Biesta & Burbules (2003, p. 2) the way in which the relation-
ship between educational research and educational practice is perceived has 
everything to do with beliefs about knowledge, reality, and human action, 
which is why the “questions about the relationship between educational re-
search and educational practice immediately raise wider philosophical ques-
tions about knowledge, reality, and human action.” (Biesta & Burbules 2003, 
2.) According to them, “philosophical reflection is needed first and foremost 
because it can help us unravel questions about the ownership of knowledge 
and about the authority of education research and educational researchers in 
relation to the judgments of educational practitioners.” (Biesta & Burbules, 
2003, p. 2.)  

Dewey, one of the most famous pragmatists, does not build his under-
standing of knowledge on this dualism of mind and matter. Dewey’s transac-
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tional realism does assert that knowledge is a construction that is located in 
the organism-environment transaction itself. Therefore Dewey’s view is 
called as ‘transactional constructivism’, as he views that our knowledge is at 
the very same time a construction as well as being based on reality (Biesta & 
Burbules, 2003, pp. 10–11). 

For Dewey the uncertainty of knowledge stems from the fact that we can never be 
certain that the patterns of action that we have developed in the past will be ap-
propriate for the problems that we will encounter in the future. Dewey’s falli-
bilism is, in other words, practical and not structural. It has to do with the fact that 
we live in an ever-changing world in which each new situation is in some respect 
unique. The ways in which the world can surprise us always provide input into the 
cycle of inquiry and action, forcing us to change our knowledge of the world and 
our ways of acting within it. (Biesta & Burbules, 2003, p. 13.)  
 

Dewey believed that identifying what is known with what is real was one of 
the most fundamental mistakes of modern philosophy. He had to make clear 
that knowledge and human action are not separate domains, but intimately 
connected: that knowledge emerges from action and feeds back into action, 
and that it does not have a separate existence or function (Biesta & Burbules, 
2003, p. 15). 

Maxcy states that pragmatists do not look at the origins of the idea but in-
stead at its destination, and what is important, is not where you had been with 
an idea but rather where it takes you (Maxcy, 2003, p. 75). Pragmatic re-
search is driven by anticipated consequences and pragmatic choices concern-
ing how and what to research, and the research process itself is conditioned 
by what the aim is, in the broadest of senses (Cherryholmes, 1992, p. 13).  

Pragmatism offers historical strands and warrants for the new discourse of social 
science research, which embraces plurality of method and multiple methods phi-
losophies. Furthermore, this revolution in technique […] has moved researchers 
away from sole considerations of knowledge and knowns to a discourse centered 
on consequent knowings and meanings. (Maxcy, 2003, p. 52.) 
 

In the broader interpretation, which began with James, pragmatism is not just 
a theory of meaning, but also and more importantly, a theory of truth. For the 
pragmatist something is true when it is advantageous to believe it (De Waal, 
2005, p. 2). According to De Waal (2005, p. 4) pragmatism is a method for 
conducting philosophy rather than a philosophical theory.  

Pragmatism was originally devised as a method form determining the meaning of 
words, most significantly philosophical and scientific terms. Its initial impetus 
was polemic. The aim was to show that numerous philosophical terms had no 
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meaning and that certain key philosophical problems were caused by terminologi-
cal unclearness. (De Waal, 2005, p. 5.) 
 

Dewey’s view of knowledge concerns reflection and action. It is also about 
the reflective transformation of experience understood as transactional. 
Dewey’s claim further implies that what is experienced is itself real. How-
ever, according to Dewey, experience as such does not give us any informa-
tion. (Biesta & Burbules, 2003, pp. 42–44.) Further, while thought or reflec-
tion plays an important part of the process, it will not result in knowledge. 
Only when action follows, (i.e. when we use the suggested solution to guide 
our action), can the analysis of the problem and the suggested solution be 
established. Therefore, in order to obtain knowledge, we need action, and 
although action is a necessary condition, it is not enough. According to 
Dewey, a combination of reflection and action leads to knowledge. Knowing 
is therefore action, and for him, knowledge has to do with inference, which 
he defined as a reaction to something that in time or space is distant. (Biesta 
& Burbules, 2003, pp. 46–47). Knowledge is not a passive registration of 
reality ‘out there,’ but is instead a human construction (Biesta & Burbules, 
2003, p. 51). 

According to Dewey, inquiry should be understood as a serial or sequen-
tial process, which is rooted in the conditions of life itself (Biesta & Bur-
bules, 2003, p. 57).  

Inquiry does not solve problems by returning to a previous, stable situation, but by 
means of a transformation of the current situation into a new situation. There is, 
therefore no absolute end to inquiry. It is not that there will be a point at which we 
can know everything that there is to know, even if that were possible, because 
every settlement of a situation institutes new conditions that, in turn, occasion new 
problems, (Dewey, 1938a, p. 42), and the cycle begins again. (Biesta & Burbules, 
2003, p. 57.)  

 
Although Dewey has defined the steps of inquiry in his works, he does not 
mean that the actual process of inquiry should follow these steps exactly, 
however; the reconstruction is only meant to identify the logical development 
of an act of inquiry (Biesta & Burbules, 2003, p. 57). The difference between 
trial and error and inquiry is that the transformation of the situation is con-
trolled or directed by means of reflection or thinking. Thus the process of 
inquiry is comprised of cooperation between two kinds of procedures: exi-
stential operations (the actual transformation of the situation) and conceptual 
operations (reflection or thinking). (Biesta & Burbules, 2003, p. 59). If know-
ing and acting are related, as Dewey suggests,  
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[T]hen one of the most important arguments for the (alleged) separation between 
theory as the domain where we acquire knowledge independent of our activities, 
and practice as the domain where we apply this knowledge, can no longer be sus-
tained. According to Dewey there is, in other words, no epistemological differ-
ence, no epistemological separation, between the realm of theory and the realm of 
practice. (Biesta & Burbules, 2003, p. 86.)  

 
From the Deweyan perspective the difference between theory and practice is 
only a functional and gradual distinction; in fact, theory and practice are two 
different things. The practice called “theory” does not only concern itself 
with knowing, and the practice called “practice” is not only about action, but 
instead both practices contain a mix of knowing and action. The only differ-
ence is emphasis. (Biesta & Burbules, 2003, p. 87).  

As Dewey rejected the idea that science has a special method for access-
ing reality, a method different from the way in which we gain knowledge in 
our everyday lives, the distinction between science and common sense be-
comes irrelevant. Further, Dewey argued “that there is a methodical conti-
nuity between science and common sense.” Therefore the problems that have 
to do with or result from the relationship between science and common sense 
should not be understood as epistemological problems—they are thoroughly 
social ones. “Dewey gives priority to the practical and conceives of theory as 
a function of action.” (Biesta & Burbules, 2003, p. 87.) The point is that the 
world of science and the world of common sense should not be understood as 
competing (Biesta & Burbules, 2003, p. 106). The transactional framework of 
pragmatism allows for an understanding of knowledge as a function of and 
for human action, as well as interaction and communication in thoroughly 
practical terms. According to Biesta & Burbules (2003, p. 107.), 

1) Pragmatism provides us with a different way to conceive of the rela-
tionship between knowledge and action. From a pragmatist point of 
view knowledge provides us with possibilities for refining and sup-
porting our day-to-day problem solving, but without a certain founda-
tion for human action. This perspective may influence, for example, 
the kinds of educational questions that get selected for study. 

2) Pragmatism provides us with a different way to think of the relation-
ship between theory and practice and, more specifically, the relation-
ship between educational research and educational practice. From a 
pragmatist point of view it is not that research is theoretical and prac-
tice practical and that educational practice is the field of applying the 
findings of educational research. Both are practices in their own right, 
with different possibilities and different limitations, and each must in-
form the other. The relationship between educational research and 
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practice is, in other words, not one of application but of cooperation 
and coordination. This perspective may influence the ways in which 
research teams are formed, and who is included in them. 

3) Pragmatism provides us with a different way to think about the objects 
of our knowledge. It is not that the world of science is closer to reality 
than the world of everyday life. Objects of knowledge are instruments 
for action, and different objects, different worlds, provide us with dif-
ferent opportunities and possibilities for action. This perspective may 
influence, for example, the choice of research methods, emphasizing 
the use of multiple tools of inquiry to gain different perspective on the 
problems at hand. 

4) Finally, pragmatism provides us with a different way to think about 
objectivity and relativity. It rejects the rigid objectivism that belongs 
to the tradition of the philosophy of consciousness, the tradition in 
which it is assumed that there exists an unbridgeable gap between the 
world of mind and knowledge and the world of matter and action. The 
alternative to objectivism is, however, not relativism but intersubjec-
tivity; the only world we have, the only world that really matters, so 
we could say, is our common, intersubjective world, the world in 
which we live and act together and for which we have a shared re-
sponsibility. It is for this reason that the scope of intelligence is not re-
stricted to the domain of means, techniques, and instruments, but in-
cludes also the domain of ends, purposes, and values. Dewey’s pro-
ject, after all, was not sibyl to make human action more scientific but 
first and foremost to make scientific action more human.  

 
According to Biesta & Burbules (2003, p. 109), “Dewey’s point was that 
inquiry into ends, aims, and purposes of education can be nothing but an 
integral part of inquiry into the means and techniques of education.” There-
fore, the point of conducting educational research cannot only be to find out 
what might be possible and achievable. It also must deal with the question of 
whether it is desirable—and more specifically, if it is desirable from an edu-
cational point of view. (Biesta & Burbules, 2003, p. 109). 

According to Cherryholmes (1992, p. 13), pragmatism and scientific real-
ism have much in common, despite being so far apart. Even though pragma-
tists and scientific realists agree that scientific research always occurs in so-
cial, historical, political, and other contexts, they draw these viewpoints from 
different backgrounds (Cherryholmes, 1992, p. 14). “Pragmatists believe the 
important point is that we should give up the idea that we will ever be able to 
pin down ‘underlying causal entities’ whereas scientific realists take that as 
their challenge.” (Cherryholmes, 1992, p. 15.) The ‘quantitative-qualitative’ 
issues (e.g. Howe, 1988; Gage, 1989) dominated the educational research 
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research discussions in the late eighties and early nineties, and the questions 
raised then also relate to this research. One of the attempts to create peace 
during the so-called ‘paradigm wars’ has been the development of pragma-
tism, and those who represent it claim that quantitative and qualitative re-
search methods are compatible. (Tashakkori & Teddlie, 1998, p. 4; Howe, 
1988). “Pragmatism seems to have emerged as both a method of inquiry and 
a device for the settling of battles between research purists and more practi-
cal-minded scientists.” (Maxcy, 2003, p. 79). Pragmatists view that the re-
search question should drive the method(s) used, believing that “epistemo-
logical purity doesn’t get research done” (Miles & Huberman, 1984, p. 21), 
and researchers who ascribe to epistemological purity disregard the fact that 
research methodologies are merely tools that are designed to aid our under-
standing of the world (Onwuegbuzie & Leech, 2005, p. 377). The focus of 
pragmatic research is on the consequences of research, on the primary im-
portance of the question asked rather than the methods. The multiple methods 
of data collection inform the problems under study and therefore pragmatic 
research is pluralistic and oriented toward ‘what works’ as well as practice. 
(Creswell & Plano Clark 2007, p. 23). Pragmatists disregard the dichotomy 
between quantitative and qualitative approaches. The methodological view of 
pragmatism proposes that pragmatism itself be considered as a method for 
collecting inquiry methods, or a method of inquiry itself. (Maxcy, 2003, p. 
81). Referring to Rescher, Maxcy (2003, p. 82) states that from the point of 
view of methodological pragmatism, “[a] method is appropriate if and only if 
it achieves its purposes.” Further on, Maxcy (2003) asserts that, most import-
antly, pragmatic mixed and multiple methods have opened up certain doors: 
there is no need to identify invariant prior knowledges, laws or rules govern-
ing what is recognized as ‘true’ or ‘valid’; there is no need for a single foun-
dational ‘research methodology’ discourse; ‘rationality’ does not need to be 
affixed to a single method of inquiry; and there is no need to “justify” a cer-
tain method or mixture of methods (p. 85). “[…] the pragmatic mixed meth-
ods inquirer attends to the demands of the particular inquiry context and 
makes inquiry decisions so as to provide the information needed and maxi-
mize desired consequences—‘get the job done’.” (Greene & Caracelli, 2003, 
p. 101.) Tashakkori & Teddlie (1998) conclude their arguments for pragma-
tism in the following way: 

Pragmatism is appealing (a) because it gives us a paradigm that philosophically 
embraces the use of mixed method and mixed model designs, (b) because it es-
chews the use of metaphysical concepts (Truth, Reality) that have caused much 
endless (and often useless) discussion and debate, and (c) because it presents a 
very practical and applied research philosophy: Study what interests and is of 
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value to you, study it in the different ways that you deem appropriate, and use the 
results in ways that can bring about positive consequences within your value sys-
tem. (Tashakkori & Teddlie, 1998, p. 30.) 

 
Experience as such does not provide information: it has to be reflected on and 
reflected about. Only when action follows do we produce knowledge. For 
instance; words in writing are useless if they cannot be put into action. The 
MA thesis provides an example of this: first an idea is reflected upon (topic 
of the research), next it is inquired about (research conducted), then it is acted 
upon (research revealing new information), and finally corrected and imple-
mented (development occurs based on the research results). To put this idea 
of Dewey’s in a very straightforward way, with dissertations if no action fol-
lows the research, no knowledge is produced. Science does not have to have a 
special method of gaining knowledge from reality, rather in Dewey’s opin-
ion, common sense instead is enough. This idea could be used when MA the-
ses are considered.  

 
 

1.2 Research-based Teacher Education 
 
Inquiry-orientated or research-based teacher education has been defined for 
more than two decades (see e.g. Zeichner 1983; Rudduck 1985), while no 
one definition has been agreed on. The background of the development of 
research-based teacher education can be seen in the shift of research para-
digms. The emphasis on teacher research from a positivistic paradigm, which 
concentrated on quantitative methods, began to move towards interpretative, 
phenomenological paradigm which uses mainly qualitative methods.  

Zeichner (1983, pp. 4–6) viewed that dominating paradigmatic orienta-
tions lead to a situation in which an open discussion of the goals of teacher 
education was difficult. He presented a classification of four teacher educa-
tion programs which existed in the US at the time. He, however, points out 
that all of these paradigms include several varying views of teacher educa-
tion. The first one, called the behavioristic paradigm, has its roots in positiv-
istic epistemology and behavioristic psychology. It emphasizes the develop-
ment of specific and observable skills of teaching. The student teacher is 
viewed primarily as a passive recipient of professional knowledge, which is 
determined in advance and is constant. The second, personalistic paradigm of 
teacher education originates from phenomenological epistemology and de-
velopmental psychologies. The personalistic paradigm seeks to promote the 
psychological maturity of student teachers and emphasizes the reorganization 
of perceptions and beliefs. According to the personalistic view, teacher edu-
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cation is a form of adult development, and a process of “becoming” in which 
competence in teaching is equated with psychological maturity. In addition, 
teacher studens are encouraged to find their best ways to function as teachers, 
while the knowledge skills to be taught are not completely determined 
beforehand. In the third, the traditional-craft approach, teacher education is 
viewed primarily as a process of apprenticeship. This paradigm views 
teacher’s knowledge as tacit and accumulated by trial and error. The tradi-
tional-craft approach emphasizes the importance of analyzing the teaching 
situation, and holds that a mastery of teaching skills alone is not enough. The 
student is viewed as a passive recipient of knowledge, as in the behavioristic 
paradigm. The fourth paradigm, the inquiry-oriented, “prioritizes the devel-
opment of inquiry about teaching and about the contexts in which teaching is 
carried out.” This view appreciates technical teaching skills as a way to 
achieve the preferred outcome. Efforts to promote ‘inquiry-oriented’ teacher 
education have been made, and, for example, ideas such as ‘teachers as in-
quirers’ or ‘teachers as action researchers’ “represent attempts to prepare 
teachers who have the skills to do and the inclination and skill to analyze 
what they are doing in terms of its effects upon children, schools and soci-
ety.” (p. 6.) The fundamental task is to develop student teachers’ capacities 
for reflective action. As in the personalistic paradigm, the knowledge and 
skills to be taught are not determined beforehand. “The development of tech-
nical skill in teaching and the mastery of content knowledge is always ad-
dressed within this broader framework of critical inquiry and is viewed as a 
process of mastery that will bring about worthwhile ends.” (Zeichner, 1983, 
p. 6.) 

According to Kansanen (2006), the model Zeichner has presented could 
form a hierarchy, in which the different paradigms follow each other and 
accumulate. If that is so, then the inquiry-oriented paradigm should consist of 
elements of all the other paradigms, and in that case would resemble Finnish, 
research-based teacher education in which all parts are justified by a system-
atic totality (Kansanen, 2006, p. 12). Research-based teacher education aims 
to combine all studies with research, in order to achieve reflective student 
teachers. According to Rudduck (1985, p. 288), certain difficulties with re-
search-based teacher education should be clarified because it this approach 
provides the students with more than just a survival kit, as it firmly lays the 
foundation for lifelong professionalism. These difficulties are as follows 

1. The background of teacher educators has been non-research-based  
2. Theory/practice debate has ignored research as a potential powerful 

and natural bridge between the two. 
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3. Teacher educators think that students want only a survival kit for 
teaching, and do not want to reflect. 

4. The formal researching community is not enthusiastic to encourage 
practitioner researchers. (Rudduck 1985, p. 288.)  

 
However, as Rudduck constructed this list more than twenty years ago, much 
of the clarification work has been done. For instance in Finland the teacher 
educators are highly educated academics (point 1), and it is doubtful that they 
would suppose that students are only after a tool kit (point 3). Still, the 
theory-practice problem seems to be unresolved (point 2), and the approval of 
practitioner researchers remains questionable (point 4). 

Within the research-based type of teacher education system Reis-Jorge 
(2007) distinguishes two orientations of research in teacher education: 1) the 
academic perspective, where the aim is to develop academic skills and theo-
retical discourse, and 2) the professional development perspective, where the 
aim is to use a reflective practitioner model to “encourage teachers to adopt a 
reflective stance to practice” (2007, p. 402). Further on, he criticizes the aca-
demic model for being unable to transfer the abilities of reflection into prac-
tice (Reis-Jorge 2007; 2005). However, whether or not the combination of 
these is possible, it should provide the benefits of both the academic as well 
as professional development aspects, as Reis-Jorge (2005, p. 317) also states. 
According to him, “It may be difficult for practitioners to articulate questions 
of practical relevance within the criteria imposed by academic regulations. A 
balance in focus on both perspectives would seem to contribute to bridging 
the so-called theory/practice divide.” (Reis-Jorge 2005, p. 317.) This balance 
is surely the aim of all teacher education, but the means to achieve it certainly 
vary greatly.  

Teacher research and teacher inquiry are important tools in professional 
development. For example, Vialle, Hall & Booth (1997) emphasize the im-
portance of teachers being able to both consume as well as produce research 
in order to develop professionally. They conclude that at the undergraduate 
level it is important that a culture of research and critical inquiry be adopted.  

According to Cochran-Smith (2002) the research base of teacher educa-
tion can be characterized metaphorically. She has introduced five metaphors 
according to which teacher education programs can be argued for: research 
as a weapon, report card, warranty, foundation, and stance. First, if research 
is used as a weapon to justify a certain kind of teacher education, the educa-
tors want to prove that there is a direct (positive) link between their educa-
tion and students’ achievement. Second, if research is used as a report card, 
the teacher education is graded according to teacher testing, and the achiev-
ers may advertise their success in order to gain more prospective teacher 
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students. Third, research can be used as a warranty. This refers to the assur-
ance that with a certain education certain results will be achieved. Fourth, 
research can be viewed as a foundation, which Cochran-Smith (2002, p. 284) 
characterizes in the following way: “it is assumed first that there is a body of 
knowledge based on cutting-edge empirical research in various academic 
disciplines that is relevant to teaching, learning, and schooling, and second, 
that when teachers know and act on this knowledge, schooling is more effec-
tive.” Finally, the research-base for teacher education can be characterized as 
a stance, which Cochran-Smith (2002, p. 284) describes as follows: “The 
stance metaphor suggests that effective educators take a research perspective 
on their work—carefully observing, challenging underlying assumptions and 
analyzing data, and continuously reinventing practice to improve students’ 
learning.” As well, teacher educators are engaged in action research, teacher 
research and other forms of practitioner inquiry, and their assumption is that 
knowledge evolves rapidly. According to Cochran-Smith (2002) it is import-
ant to recognize the research base of each case of teacher education, and to 
clarify the aspect they represent in order to be able to position the partici-
pants in the ongoing conversations. 

According to Kansanen (2007, p. 133), “the teacher education program 
has to be so general that it is of use also in the future, when the conception of 
good teaching, perhaps, will have developed and changed.” Kansanen (2006) 
defines the basic categories of teacher education in the following manner. 
When teacher education is organized inductively and is justified intuitively, 
it is called experiential. If, instead, it is organized deductively, but still justi-
fied intuitively it is called school-based. However, if justification is rational, 
but organizing is inductive, it may be called problem-based or case approach 
teacher education. But if the structure of the teacher education is deductive 
and is justified by rational thinking, it is called research-based. (See also 
Jyrhämä, Kynäslahti, Krokfors, Byman, Maaranen, Toom, and Kansanen, 
2008). Kansanen (2006) adds that it is almost impossible to place any teacher 
education program into just one category, and the ideas are not mutually ex-
clusive. Although some units cannot be integrated in all combinations be-
cause they are more plausible than others, the research-based approach can 
still contain all other approaches, and usually does. (p. 20.) 

 
 

1.3 Finnish Teacher Education as Higher Education  
 
Finnish research-based teacher education has its roots in humanistic psychol-
ogy, which was the first foundation of the new, academic teacher education. 
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In 1979 teacher education was transferred to the universities and, at that time, 
the shift towards research-based education was begun (Hytönen, 1982; 1995). 
As teacher research or research on teacher thinking, along with the phenom-
enological paradigm and qualitative approaches, gained popularity in the 
1980s and 1990s, teacher educators at the University of Helsinki saw a need 
to direct teacher education in a more academic direction, and away from a 
simple “how to” focus. Humanistic psychology alone no longer met the new 
requirements, and the dominant themes of teacher education in the 1990s 
became teacher’s pedagogical thinking (see more Kansanen, Tirri, Meri, 
Krokfros, Husu, and Jyrhämä, 2000) and research-based teacher education. 
While every contemporary pre-service teacher education program would lo-
cate its foundational principles in the theory of education rather than craft-
practice, pre-service teacher education in Finland seeks, in addition, to be 
research-based (Kosunen & Mikkola, 2002). 

The following principles have been accepted as guidelines for research-
based teacher education in Finland:  

• Teachers need a profound knowledge of the most recent advances of 
research in the subjects they teach. In addition, they need to be fa-
miliar with the latest research on how something can be taught and 
learnt. Interdisciplinary research on subject content knowledge and 
pedagogical content knowledge provides the foundation for develop-
ing teaching methods that can be adapted to suit different learners. 

• Teacher education in itself should also be an object of study and re-
search. This research should provide knowledge about the effective-
ness and quality of teacher education implemented by various means 
and in different cultural contexts. 

• The aim is that teachers internalize a research-oriented attitude to-
wards their work. This means that teachers learn to take an analytical 
and open-minded approach to their work, that they develop their 
teaching and learning environments in a systematic way. (Niemi & 
Jakku-Sihvonen, 2006, pp. 40–41.) 

 
Today research-based teacher education refers, firstly, to the design of the 
program, which should be organized according to logical rules, organizing 
theme, and the aims and goals of the curriculum, as well as being based on 
research results and evidence concerning teacher education (Kansanen, 2006, 
p. 12). “Secondly, research-based teacher education aims at teacher thinking 
and reflection that makes it possible to justify the decisions taken and activi-
ties engaged in through research methodology.” (Kansanen, 2006, pp. 12–
13.) In other words, research should be part of most of the courses the stu-



Introduction 13 

dents take during their education. The first ‘official’ research effort is called 
the Bachelor Thesis, which is a relatively small but independent research 
project closing out the first three years of teacher studies, and a requirement 
for achieving aBachelor’s degree. The second is a Master’s thesis (MA), 
which ends the studies and is a larger, more demanding project.  

A required part of the elementary school teachers’ education is therefore 
the MA thesis on an educational topic; it is the culmination of research-based 
teacher education. The topics of the theses may vary from practical dilemmas 
of schooling to school subject issues and philosophical, curriculum or policy 
matters. It is a large project that, in most cases, takes more than a year to 
complete, and it is graded. It includes all the necessary components a re-
search report usually requires, such as theoretical framework, methodology, 
empirical data, results, and conclusions. The average and suggested length of 
a MA thesis research report is approximately from eighty to one hundred 
pages, containing about 25 000 words. Students are free to choose their top-
ics, their theoretical backgrounds, and the research methods.  

Kansanen (1991) defined the aim of teacher education in the following 
way: “[I]n teacher education, we try to educate the student teachers to decide 
on the basis of educational aims and goals. That is to say that there is purpose 
behind the practice and the action can be said to be purposive.”(p. 251.) Fur-
ther on, he states:  

The ideal teacher is and independent professional who plans his work from the 
very beginning, and who also has the responsibility for the results of his pupils. 
He organizes his daily activities independently and, in principle, he can give 
pedagogical reasons for his actions. He takes his criteria from the curriculum and 
from the values behind it. Although the reasons may be pedagogical, that does not 
mean that arguments are necessarily theoretical or scientific. (Kansanen, 1991, p. 
252.) 
 

Behind the research-based approach is a holistic view of a pedagogically 
thinking teacher. “The aim of research-based teacher education is to be able 
to make educational decisions based on rational argumentation in addition to 
everyday or intuitional argumentation.” (Kansanen, 2006, p.11.) In order to 
achieve this, the teacher students need to acquire a general understanding of 
all-around research methods, and as a result, the teachers should be able to do 
their own research (Kansanen, 2006, p. 11; Kansanen, 2003, pp. 90–91). “Re-
search-based thinking, however, aims at the use of research competencies in 
one’s own teaching and in making one’s own educational decisions.” (Kan-
sanen, 2003, p. 91.) Kansanen et al. (2000, p. 29) emphasize the importance 
of knowing research methods in order to increase the teacher’s autonomy as 
well as pedagogical thinking: 
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Knowledge of the research methods and the whole aspect of methodology does 
not mean that the teacher would act like an educational researcher in her/his class-
room. Her/his inquiring attitude, however, prevents the intervention of outside 
authorities from confusing her/his teaching with topical novelties or with unpro-
fessional viewpoints. Raising the teacher’s thinking as high as possible towards 
the second thinking level is supposed to relieve her/him of thinking about 
authoritative boundaries and strengthens her/his autonomy in the teaching 
profession. Teaching and thinking on the action level can be thought of as a 
continuous process of action research. (p. 30.) 
 

Moreover, “[t]he teacher as a researcher—an autonomous teacher reflecting 
on his or her work—has been the aim in Finnish teacher education since the 
eighties. The teacher’s critical, problem-centered approach to teaching and its 
social context began to gain weight in research.” (Kosunen & Mikkola, 2002, 
p. 143.) Although researching and reflecting are emphasized, it does not 
mean that the teacher should become a professional researcher: “The con-
ducting of professional research is not within the reach of most teachers but 
the use of research-based argumentation in everyday practice is.” (Kansanen, 
2003, p. 101.) (See also Westbury, Hansen, Kansanen & Björkvist, 2005, p. 
477; Kansanen, 2007, p. 134.) Krokfors (2007) emphasizes the dynamic fea-
ture of the study programme’s knowledge base combined with the view of 
the student teacher as active knowledge processor. According to her, the idea 
is to integrate during studies the theoretical aspects with practice. (p.149.)  

Krokfors (2007, p. 151) has listed the following main principles of 
teacher education at the Department of Applied Sciences of Education, Uni-
versity of Helsinki: 

• Teacher education is academic and takes place in the universities. 
Comprehensive school and upper secondary school teachers receive 
education at the Master’s level comprising 300 ECTS.  

• All pedagogical studies are in every respect organized by the depart-
ments of teacher education within the universities and their faculties 
of education. As an organic part of the system, there are university 
practice schools and a network of field schools where students' peda-
gogical practices are carried out.  

• The main emphasis in teacher education is on education and educa-
tional psychology which are the major subjects. The core content of 
teachers’ pedagogical knowing consists of studies in pedagogy, espe-
cially general and subject matter related didactics, developmental and 
learning psychology and cultural orientations of education, meaning 
philosophical, historical and sociological approaches.  
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• Pedagogical and content knowledge studies must be in reciprocal 
interaction with each other to ensure that the pedagogical content 
knowledge is of high quality and broad enough to enable teachers to 
guide the development of their pupils. 

• A close relation between theory and practice is a basis for developing 
future teachers’ personal practical theories and for creating an inquiry 
orientation in teachers’ daily work to help them teach well and solve 
pedagogical problems at school. 

• Teachers’ role in the broader societal context is emphasized and after 
graduation students are licensed as teachers and may apply for teach-
ing positions in schools or more widely in other institutions. All 
teachers are qualified for post-graduate studies. 

• In-service education is an important element of lifelong learning and 
is arranged to support teachers’ professional development. Creating an 
intensive and concrete continuum from pre-service to in-service 
teacher education is a future challenge for academic teacher education. 

 
Between the years 2001 and 2006 the University of Helsinki admitted 40 
students into the multimode class teacher education program yearly, as well 
as the standard 100 class teacher students. The students studying in this pro-
gram were required to have work experience as teachers, and working while 
studying to become teachers was encouraged. The additional intake of stu-
dents into the multimode teacher education program was due to a shortage of 
formally qualified teachers in Finland. Although it was an additional intake, 
the program did not fall into the category of alternative teacher education 
routes (see e.g. Darling-Hammond, Chung & Frelow, 2002). The concept of 
multimode referred to the organization of the studies, not to their content. The 
multimode students studied the same curriculum as the class teacher students, 
but were encouraged to work as teachers at the same time. The pedagogical 
aim of multimode teacher education was to take advantage of the experience 
the student teachers had of the school context and practice, as well as provide 
theoretical substance to students. The context in which the students studied, 
differed from that of regular class teacher students. Educational assignments 
were conducted off campus, but were closely connected to the university, for 
example through guidance. The students were offered the opportunity to im-
mediately to put into practice methods as well as theories. (For more, see: 
Krokfors, Jyrhämä, Kynäslahti, Toom, Maaranen, and Kansanen, 2006; 
Kynäslahti, Kansanen, Jyrhämä, Krokfors, Maaranen, and Toom, 2006; 
Jyrhämä et al., 2008.)  

Cochran-Smith’s (2002) metaphoric analysis of warranty in teacher edu-
cation can also be considered from a Finnish point of view. Finnish research-
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based teacher education justifies itself and highlights its importance based on 
research. It is therefore possible to place Finnish teacher education into the 
stance as well as foundation category of metaphors. The results of scientific 
research may lead to changes in the schools (see e.g. Hammersley, 2002). 
Thus it is extremely important that teacher education is higher academic edu-
cation, that teacher education is research-based, that educational research has 
a practical aim, and that future teachers are educated to consume and produce 
research-based knowledge. 
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2 Theoretical background 
 

In this chapter the theoretical aspects of the present research are introduced. 
Firstly, the relationship between theory and practice in teacher education, 
including professional development and workplace learning, is presented: 
secondly, the characteristics of reflection are viewed: and finally, the teacher 
research tradition is examined. 

 
 

2.1 Views of Theory and Practice in Teacher Education  
 

Although the Introduction (Chapter 1) examined Dewey’s views of theory 
and practice, in this chapter the concepts are elaborated even more and espe-
cially brought into the context of teacher education. According to Tynjälä, 
Välimaa & Sarja (2003, p. 155), in the traditional higher education curricu-
lum theory and practice have tended to be separate from each other, and that 
even at present there might not be connection between theoretical courses and 
practice periods. It is a fact that the relationship between theory and practice 
is often viewed as the relationship between practical training and educational 
theory, and quite often novices in particular perceive a gap between theoreti-
cal knowledge and actual practice. According to Carlgren (1999, p. 49), the 
gap between what teachers do and what teaching is supposed to be has been 
connected to a gap between ‘theory’ and ‘practice.’ This view is impregnated 
by a technical rationality based on a certain way of understanding the con-
cepts, with theory representing reality, whereas practice is perceived as ap-
plied theory (Carlgren, 1999, pp. 50–51). However, in Carlgren’s (1999) 
opinion, this view is problematic:  

Theory as well as practice are involved in research work as well as in teachers’ 
work, two kinds of practices involving different kinds of theories. In both prac-
tices there is thinking as well as acting. Etymologically ‘theory’ and ‘practice’ can 
be connected to ‘seeing’ and ‘doing’. Seeing and doing represent two different 
ways of knowing—and result in different kinds of knowing. The practice of re-
search aims at developing ways of seeing while other practices aim at other things 
(for example, developing good schooling and learning environments). (Carlgren, 
1999, p. 51.) 
 

Mott (1996) holds that the division between theory and practice weakens 
both, which then results in a lack of appreciation of the problems in practice. 
It may also lead to a diminished use of research on the part of practitioners, 
as well as an unreflective application of research findings to critical prob-



18 Katriina Maaranen 

lems. “Given the complex, dynamic, and challenging times of change in all 
professional fields of practice, expert knowledge must be generated by those 
who are not only capable, but who have vested interest in the process and 
product. Those persons are reflective practitioners rightly engaged in reflec-
tive theory building.” (Mott, 1996, p. 62.) As well, Carlgren (1999, p. 51) 
states that an alternative perspective on the theory-practice relationship is 
Schön’s idea of the reflective practitioner. 

Carr & Kemmis (1986, p. 113), on the other hand, state that all theories 
are the product of some practical activity and all practical activities are 
guided by some theory. According to them (Carr & Kemmis, 1986, p. 113), 
teaching is a “consciously performed social practice that can only be under-
stood by reference to the framework of thought in terms of which its practi-
tioners make sense of what they are doing.” Further on they state: 

Teachers could not even begin to ‘practice’ without some knowledge of the situa-
tion in which they are operating and some idea of what it is that needs to be done. 
In this sense those engaged in the ‘practice’ of education must already possess 
some ‘theory’ of education which structures their activities and guides their deci-
sions. A ‘practice’, then, is not some kind of thoughtless behaviour which exists 
separately from ‘theory’ and to which theory can be ‘applied’. Furthermore, all 
practices, like all observations, have ‘theory’ embedded in them and this is just as 
true for the practice of ‘theoretical’ pursuits as it is for those of ‘practical’ pursuits 
like teaching. Both are distinctive social activities conducted for distinctive pur-
poses by means of specific procedures and skills and in the light of particular be-
liefs and values. The twin assumptions that all ‘theory’ is non-practical and all 
‘practice’ is non-theoretical are, therefore, entirely misguided. Teachers could no 
more teach without reflecting upon (and, hence, theorizing about) what they are 
doing than theorists could produce theories without engaging in the sort of prac-
tices distinctive of their activity. (Carr & Kemmis, 1986, p. 113.) 
 

Carr & Kemmis (1986, pp. 114–115) view that the often discussed gap be-
tween theory and practice is actually a ‘communication’ gap, where the edu-
cational theory does not use the same language as the educational practice. 
They summarize the issues in the following way: 

• The gaps between theory and practice which everyone deplore are ac-
tually endemic to the view that educational theory can be produced 
from within theoretical and practical contexts different from the theo-
retical and practical context within which it is supposed to apply. 

• The gaps thereby created are interpreted as impediments that can only 
be removed by finding ways of inducing teachers to accept and apply 
some theory other that the one they already hold. 
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• If it is recognized that there is nothing to the theory that actually 
guides educational practices, then it becomes apparent that a theoreti-
cal activity explicitly concerned to influence educational practice can 
only do so by influencing the theoretical framework in terms of which 
these practices are made intelligible. 

 
In addition, “by subjecting the beliefs and justifications of existing and ongo-
ing traditions to rational reconsideration, theory informs and transforms prac-
tice by informing and transforming the ways in which practice is experienced 
and understood.” (Carr & Kemmis, 1986, p. 116.) Bromme & Tillema (1995, 
pp. 261–262) state that various traditions view the theory-practice dilemma 
differently: academic tradition stresses the utilization of knowledge, the skills 
orientation views the application of instrumental knowledge as essential, and 
the problem-solving orientation highlights deliberate action and reflection. 
Thus depending on the orientation of the teacher education program, a differ-
ent view of the theory-practice relationship is dominant. Today in research-
based teacher education, it seems that two of the previously mentioned tradi-
tions are in the ascendancy: the academic tradition and the problem-solving 
tradition.  

According to Calderhead (1988), research on student teachers suggests 
that their teaching relies heavily on the images of practice that are acquired 
from past and current experiences in schools. “The evaluation of practice 
might remain on a superficial level and knowledge bases which could poten-
tially inform practice be little utilized.” “It has been suggested, that teacher 
education fails to address the division between academic knowledge and 
practical knowledge, the role of metacognitive skills in the generation, struc-
turing and use of knowledge, and the influence of learning conceptions on 
metacognition.” (Calderhead, 1988, p. 62.) 

Hirst (1991, p. 61) considers that the individual teacher’s practice is ac-
ceptable professionally only if it is informed by ‘theory.’ The relationship 
between theory and practice in teacher training has a basis in the nature and 
significance of theory in practice, and it can be claimed to be rationally de-
fensible and professional. Individual practice requires that students be intro-
duced to a range of practices, and critical reflection on these in a number of 
ways. (Hirst, 1991, p. 77.) 

Uljens (1997, pp. 20–21) has defined educational theory from three per-
spectives. According to him firstly “a central task for educational theory is to 
create knowledge of the teaching process” (p. 20) as well as secondly provide 
teachers with concepts based upon which they can reflect on their pedagogi-
cal experiences as well as discuss them with others. Educational theory 
should thirdly function as a framework for research on teaching. These three 
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functions are valid, as is his argument for educational, scientific language; 
the basis of scientific language is its “systematic nature, which makes it an 
effective tool in communication.” (p. 20.) In addition, didactic theory is 
somewhat different from educational theory. Uljens states that didactic theory 
has been developed for educating teachers. The problem here, however, may 
be that it does not describe the reality of teaching. The relation between 
pedagogical reality, educational theory and education of teachers may thus be 
visualized as follows (Figure 1). 
 

 
 
Figure 1. The relations between pedagogical reality, educational theory and teacher 
education. (Uljens, 1997, pp. 19–20). 

 
The following points should be noted. 1) The double-headed arrow in Figure 
1 between pedagogical reality and educational theory means that a) educa-
tional theory is about pedagogical reality; b) that our way of structuring pri-
vate and theoretical models partly constitutes what educational reality is, thus 
making the construction of educational theory important as a process in itself; 
and c) that educational theory can be developed regardless of teacher educa-
tion. 2) The one-headed arrow from educational theory to education of teach-
ers means two things. First, the theory of education may be used as content in 
teacher education. The role of educational theory within the education of 
teachers is partly dependent on how we define the relation between theory of 
teaching and reality, since teachers are expected to work within pedagogical 
reality using educational theory. Second, as stated above, our conception of 
the theory and its relation to practice regulates our way of educating teachers, 
but the education itself does not necessarily influence our formulation of edu-
cational theory. However, we are naturally free to devote ourselves to the 
development of the kind of educational theory that is especially useful in 
teacher education. Indeed, much of the theory of didactics seems to have 
been developed with teacher education in mind. 3) It is generally assumed 
that teachers with insight into educational theory are better equipped for 
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pedagogical practice than teachers without such insight. (Uljens, 1997, pp. 
19–21.) 

Krokfors (2007) sees two different orientations to pedagogical practices 
in the teaching profession today: 1) to instruct or practice teaching in general, 
and 2) to inquire or conduct research about one’s own or others’ teaching and 
learning. Both of these orientations can be seen as acting in pedagogical 
situations and practicing needs skills as well as theoretical knowing, reason-
ing and understanding. A true research orientation in teacher education means 
that investigation, inquiry and research also need supervised practice, and 
practicing these skills in pedagogically meaningful situations can also be seen 
as an integration of the theoretical knowledge base or theoretical knowing 
with the use of appropriate data collecting and analyzing practices. (Krokfors, 
2007). Darling-Hammond (2006) emphasizes the importance of being able to 
integrate and use the knowledge gained in teacher education in the actual 
classroom (p. 305). “Teacher educators must worry about not only what to 
teach but also how, so that knowledge for teaching actually shapes teachers’ 
practice and enables them to become adaptive experts who can continue to 
learn [emphasis added].” (Darling-Hammond, 2006, p. 305.) 

Carlgren’s (1999) view of dividing researching and teaching in terms of 
different matters and requiring different theoretical bases is problematic with 
regard to practitioner research. In the case of practitioner research the teacher 
sees as well as does. However, it is acceptable to think that plain research 
does need some other theory, which teaching does not necessarily need. Yet, 
if and when research-based teacher education encourages future teachers to 
become practitioner researchers, they ought to be aware of many kinds of 
theories and be able to apply them to the world of teaching.  

According to Carr & Kemmis (1986), educational theory does not use the 
same language as educational practice. Still, theory is derived from practice, 
and further on, it should inform practice. But if the language changes so that 
for practitioners it is impossible to understand, apply or use, one can ask what 
is the point of such theory, or who does it serve? Educational theoreticians 
cannot and should not serve each other solely.  

This relates also to the figure by Uljens (1997) (Figure 1). Pedagogic re-
ality should most certainly also inform the education of teachers. In other 
words, Arrow 3 should also be a double-headed arrow. This is elaborated 
more in the discussion regarding the integration of work and learning.  

By educating inquiry-oriented teachers we come closer to solving this 
problem. Such teachers are more familiar with theoretical concepts and even 
jargon, and have learned to read such language.  
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2.1.1 Professional Development Approach 

Traditionally, a profession is defined as being based on systematic, scientific 
knowledge, being autonomous, and as having the welfare of its ‘clients’ as its 
main concern. “Preliminary development of professional skill has occurred 
largely through designated higher education programs, with subsequent de-
velopment taking various forms.” (Dall’Alba & Sandberg 2006, p. 384). 
Shulman (2004c, 529) describes “[t]he idea of a “profession” as a special set 
of circumstances for deep understanding, complex practice, ethical conduct, 
and higher-order learning, circumstance that define the complexity of the 
enterprise and explain the difficulties of prescribing both policies and curri-
culum in this area.” He lists the following six characteristics of a profession: 

• The obligations of service to others, as in a “calling”;  
• Understanding of a scholarly or theoretical kind; 
• A domain of skilled performance or practice; 
• The exercise of judgment under conditions of unavoidable uncertainty;  
• The need for learning from experience as theory and practice interact; 

and  
• A professional community to monitor quality and aggregate know-

ledge. 
 

Carr & Kemmis (1986, pp. 8–9) do not feel that the teaching professional is 
meeting the characteristics of a genuine profession. For instance, they assert 
that the teaching profession does not fulfill the requirement of using research 
in everyday practice, or of having autonomy in the broader organizational 
context. Carr & Kemmis (1986, pp. 7–8), determine that a professional occu-
pation has the following characteristics: 

1) The methods and procedures employed by members of profession are 
based on a body of theoretical knowledge and research. 

2) The overriding commitment of the members of professions is to the 
well-being of their clients. 

3) To ensure that the members of the profession can always act in the in-
terest of their clients, members reserve the right to make autonomous 
judgments free from external non-professional controls and con-
straints (i.e. autonomy). 

 
However, these issues have changed significantly in the last two decades. In 
Finland, for example, the process of decentralization and deregulation of the 
educational system, especially the curricular system (for more see Hansen, 
1998; Carlgren, 1999), has widened the possibilities of an individual teacher 
to contribute to the school’s curriculum, and the use of research in teaching 
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has increased as well. Carlgren (1999, pp. 43–44) recognizes three different 
elements when discussing teachers as professionals. These are teachers’ pro-
fessional knowledge, i.e. what it is, how it is organized, how it can be devel-
oped, etc; professionalization of teachers, which refers to the process by 
which an occupation becomes a profession in the sociological sense, includ-
ing for example, professional autonomy, an exclusive university education, 
control of the development of professional knowledge; and teacher profes-
sionalism, which refers to the quality of a teacher’s work. According to 
Bromme & Tillema (1995, p. 263), besides specific information, professional 
knowledge includes information which is required for defining and under-
standing the problems a professional is confronted with  

Traditional development theories, such as stage theories (i.e. Huberman, 
1989; Dreyfus & Dreyfus, 1986), have been recently considered as too sim-
ple (Day & Gu, 2007; Dall’Alba & Sandberg, 2006). According to Day & Gu 
(2007, p. 426) these linear models form a conceptually too simple and decon-
textualised picture of the relationship between proficiency and expertise, for 
example, and, according to them, the path to expertise is not straight. Further 
on they state:  

Variations in teachers’ experience and competence to manage the realities of 
teaching and work-life tensions, together with the difference in the levels of sup-
port available within the workplace, create particular conditions for their profes-
sional learning and development and lead to variations in their concerns and needs 
at different critical moments or phases of their professional and personal lives. Ef-
fective professional learning thus requires conditions which enable the develop-
ment of a dialectal relationship between professional learning and development 
and school improvement. (Day & Gu, 2007, p. 427.) 

 
Dall’Alba & Sandberg (2006, p. 384) use the term professional development 
“to refer to formal courses and programs in professional education and to the 
formal and informal development of professional skill that occurs in the 
workplace.” They criticize the stage models of professional development for 
lacking an understanding of, and in, practice, which, according to them, 
forms the basis of professional skill and its development, and suggest that 
formal professional education needs to pay attention to curriculum design, 
learning by the participants, pedagogy, design of learning environments, as-
sessment of learning, and evaluation of programs, courses and teaching. In 
the workplace, professional development may consist of formal courses and 
on-the-job learning, but the workplace must encourage critical reflection on 
practice in order to better understand it, on the individual, as well as organi-
zational level. (Dall’Alba & Sandberg, 2006, p. 388; pp. 401–404.) Thus the 
knowledge base of professional development can be viewed as consisting of 
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learning in the formal setting, as well as learning in the workplace in various 
forms. It should not be viewed only as a stepwise cumulative (stage) process 
after initial teacher education, but in fact as a multidimensional process of 
understanding of, and in, practice. According to Schön (1983; 1987) teachers 
develop professional knowledge through a process of defining and solving 
problems.  

Ponte (2002, p. 401) asserts that this kind of development of professional 
knowledge through such independent and purposeful action is linked with the 
Aristotelian concept of ‘praxis.’ “Praxis, therefore, is concerned with achiev-
ing goals that the professional takes responsibility for. This means that pro-
fessional knowledge via praxis is developed through purposeful intervention 
in the reality of others” (Ponte et al. 2004, p. 573). Ponte et al. (2004, p. 574) 
conclude that “professional knowledge arises in a situation in which teachers, 
in interaction with their students (or colleagues) try to realize certain educa-
tional and moral norms and values.”  

In line with Shulman (2004b) professional development can also be called 
as learning. Shulman (2004b) introduces five principles of teachers’ effective 
learning. The first is the principle of activity. Effective learners are active 
most of the time, and active learning results in more enduring learning than 
passive learning. Authentic and enduring learning occurs when the teacher is 
an active agent in the process. “Teacher learning becomes more active 
through experimentation and inquiry, as well as through writing, dialogue, 
and questioning.” (Shulman, 2004b, p. 514.) Activity alone is insufficient for 
learning, so secondly, successful students (or teachers) engage in metacogni-
tion. Thirdly, reflection is needed in the lives of teachers, and schools must 
create occasions for teachers to become reflective about their work. Fourthly, 
authentic and enduring learning requires collaboration, and through collabor-
ation teachers can scaffold and support each other’s learning, and in ways 
that supplement each other’s knowledge. Fifthly, teachers and students 
should share a passion for the material, be emotionally committed to the 
ideas, processes, and activities, and see the work as connected to present and 
future goals. (Shulman, 2004b, pp. 513–514.) Goodson (1997, pp. 19–20) 
views that the best way for teachers to improve their practice is to research 
and to reflect upon their own work. According to him, ‘great teachers’ all 
have in common the fact that they constantly reflect upon and refine their 
practice, try new things, attempt to improve what is not working well and 
think through the problems that face them. Zeichner (2003, p. 317), who 
bases his views on three teacher research programmes, states that “teacher 
research seems to promote particular kinds of teacher and student learning 
that many teachers find very valuable and transformative, qualities not often 
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linked with most professional development experiences for teachers.” Further 
on he states: “Teacher research, under certain conditions, seems to develop or 
rekindle an excitement and enthusiasm about teaching and to provide a vali-
dation of the importance of the work that teachers do that seems to be miss-
ing from the lives of many teachers.” (Zeichner 2003, p. 317.) 

In professional development, Burbank & Kauchak (2003, p. 501) em-
phasize the significance of active teacher autonomy opportunities. As well, 
Castle (2006, p. 1096) states that teacher research gives teachers the know-
ledge and confidence to act as responsible professionals and that this is linked 
to autonomy in teaching. “Autonomy, the ability to make intellectual and 
moral decisions by considering various perspectives and deciding based on 
what is in the best interest of all, enables teachers to exercise their profes-
sionalism. Autonomous teachers know why they do what they do and can 
communicate that understanding to others.” (Castle 2006, p. 1096.) Although 
Castle (2006) distinguishes pedagogical research as being different in several 
ways from ordinary teacher research, it can be assumed that any kind of re-
search relating to educational issues and conducted by teachers leads to in-
creasing autonomy in the profession. Angelides & Gibbs (2007, p. 62) have 
developed and examined ‘collaborative inquiry’ as a teacher development 
method. Collaborative inquiry is defined as a form of action research where 
teachers become researchers of their own practice. A critical friend helps 
them to reflect on their practice (pp. 62–63). Angelides & Gibbs (2007) con-
clude that collaborative inquiry may improve teachers’ morale and make 
them feel better as professionals (p.72). Borko (2004) states that professional 
development can lead to improvements in instructional practices and student 
learning.  

Cochran-Smith & Lytle (1999; 2004) have identified three conceptions of 
knowledge in teacher learning: ‘knowledge-for-practice,’ ‘knowledge-in-
practice’ and ‘knowledge-of-practice.’ ‘Knowledge-for-practice’ refers to 
‘formal knowledge’, or general theories and research-based findings. This 
knowledge is produced primarily by university-based researchers, and it has 
an implicit image of teachers using a formal knowledge base in daily class-
room work. From the point of view of ‘knowledge-in-practice,’ the most es-
sential knowledge for teaching is what many people call practical knowledge. 
“[I]t is assumed that teachers learn when they have opportunities to probe the 
knowledge embedded in the work of expert teachers and/or to deepen their 
own knowledge and expertise as makers of wise judgments and designers of 
rich learning interactions in the classroom.” (1999, p. 250.) The conception 
‘knowledge-of-practice’ can be understood so that “teachers learn when they 
generate local knowledge of practice by working within the contexts of in-
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quiry communities to theorize and construct their work and to connect it to 
larger social, cultural, and political issues.” (1999, p. 250.) Cochran-Smith & 
Lytle (1999) use the concept inquiry as stance to describe the “positions 
teacher and others who work together in inquiry communities take toward 
knowledge and its relationships to practice.” (p. 288.) Teachers and students 
who take an inquiry stance work within inquiry communities to generate lo-
cal knowledge, theorize their practice and challenge theory (1999, p. 289). To 
the list of knowledges from Cochran-Smith & Lytle (1999), Day & Sachs 
(2004b) add knowledge of self, which they define as knowledge generated by 
teachers engaging regularly in reflection in, on and about their values, pur-
poses, emotions and relationships. (p. 9.) 

With regard to the characteristics of a profession I will argue that today a 
teacher with a higher education is a professional. The criteria presented by 
Shulman (2004c) and Carr & Kemmis (1986) are fulfilled.  

Professional development is more that moving step-bt-step phases. It can 
be formal or informal, public or personal, and visible or invisible to outsiders. 
In any case, it is a type of learning, and it increases expert knowledge in some 
way. The mode of professional development should be acceptable to the pro-
fessional community. However, some kind of assessing or evaluating of pro-
fessional development could and should be done in order to make sure that 
the professional community is developing in the desired way as a community 
as well as in terms of individuals. In educational settings, for example a 
school, the principal has the leading role regarding which direction this de-
velopment proceeds. However, individuals should be allowed to develop in 
their own way, in their own time, as well as in their own direction, (and not 
only the directions of the community). 

 
2.1.2 Workplace Learning in the Context of Teacher Education 

Learning in the workplace is part of professional development, which can 
take place after formal teacher education, but also during it. As stated, a 
teacher’s learning takes place in informal as well as formal settings (Borko, 
2004, p. 4). Informal learning occurs when a teacher gains experiences from 
teaching, instruction, the school community and the workplace as a whole. 
Formal learning takes place when teachers take part in professional develop-
ment courses, workshops, or other activities with planned aims, objectives 
and pedagogical content. Teachers’ informal learning in the classroom was 
researched by Hoekstra, Beijaard, Brekelmans & Korthagen (2007). They 
used Eraut’s (2004) typology of three types of informal learning in the work-
place: deliberative learning, which is conscious and planned; reactive learn-
ing, which is also conscious, but happens in an unplanned way; and implicit 
learning, which happens outside conscious awareness. According to them, the 
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theory of teacher learning should also take into account the fact that learning 
takes place at several levels of conscious awareness, but behavioral, motiva-
tional and emotional aspects must not be forgotten, and the influence of indi-
vidual and contextual factors should be addressed. They also view that 
through guided practice, observation in the classroom, as well as critical 
questioning of behaviour and feedback, teachers would be able to learn and 
develop professionally. (Hoekstra et al., 2007, p. 203). Borko (2004) also 
states that we must take into account both the individual teacher-learners as 
well as the surrounding society, when trying to understand teacher learning. 
Tynjälä et al. (2003) discuss the relationship between higher education and 
workplace learning. They consider it important that students are required to 
conceptualize and reflect on their work experiences on the basis of theoretical 
knowledge and begin to examine their theoretical knowledge in the light of 
practical work (Tynjälä et al., 2003, p. 155).  

Getting students to cross boundaries between education and work through differ-
ent forms of work-based learning would seem to provide a promising starting 
point for developing the prerequisites for professional expertise. However, this re-
quires that true integration of theoretical, practical and self-regulative knowledge 
takes place and that students really are allowed to solve complex and ill-defined 
problems during their work-based learning (WBL) periods. (Tynjälä, et al., 2003, 
p. 155.) 
 

Retallick (1999) views teachers’ workplace learning as a form of professional 
development which should be recognized by universities. He holds that 
workplace learning has features that distinguish it from other types of profes-
sional learning: it is task-focused, collaborative, and often grows out of an 
experience or a problem (Retallick, 1999, p. 34). He also emphasizes the im-
portance of reflection on experience when examining learning in the work-
place (Retallick, 1999, p. 34). According to him, the significance of the no-
tion of workplace learning for teaching is profound, and the idea of school as 
an educative workplace for teachers represents a considerable advance in 
thinking about the work of a teacher (Retallick, 1999, p. 35). Lohman & 
Woolf (2001), who researched teachers’ self-initiated learning, found out that 
teachers engage in three types of informal learning activities: 1) knowledge 
exchanging, in which teachers shared and reflected on others’ practice and 
experiences; 2) experimenting, in which teachers actively experimented with 
new ideas and techniques; and 3) environmental scanning, in which teachers 
independently scanned and gathered information from sources outside the 
school. Lohman (2006, p. 153) suggests the following measure to facilitate 
informal workplace learning: work areas need to be strategically designed so 
that employees are located near colleagues; more time must be added to a 
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professional’s workday, so that he/she is able to participate in informal learn-
ing activities; and employees must have access to adequate computer tech-
nology and the internet. Billet (2001b, p. 209) states that the readiness of the 
workplace to give “opportunities for individuals to participate in work activi-
ties and access direct and indirect support are key determinants in the quality 
of learning that arises from that participation.” These, according to him, are 
significant for workplace learning arrangements (Billet, 2001b, p. 209). Bil-
lett (2001a, p. 59) emphasizes that rather than being without structure or in-
tent (in terms of informal learning), workplace activities are often highly 
structured. According to Billet there are also norms, values and practices that 
shape and sustain activities. Although Billet (2002) discusses vocational 
practice, his ideas of guided learning at work may also be useful for teacher 
education. Billet (2002, p. 32) proposes direct guidance by experienced co-
workers (in this case teachers) of less experienced ones (in this case teacher 
students), as well as indirect support and guidance from other workers for 
access to socially derived knowledge. According to him (Billet, 2002, p. 32) 
the transfer from the social to the individual requires the mediation of social 
partners who have appropriated that knowledge. Other perspectives are pro-
vided by the idea of learning organization (e.g. Argyris & Schön, 1978; 
Senge, 1994) or communities of practice (Boud & Middleton, 2003).  

Hodkinson (2005) discusses the relationship between college-based (i.e. 
higher education) and workplace learning in the realm of teacher education. 
He criticizes the view that these two ways of learning are fundamentally dif-
ferent. According to him, in both colleges and workplaces, 

• learning is related to the particular practices found there, which are, in 
turn, part of a wider culture that is rooted in the past as well as the pre-
sent; 

• the practices of a particular learning site may or may not resemble a 
community of practice, in the narrower sense; 

• learning entails attributes of both formality and informality; 
• individual participation may be full-time or part-time; 
• that which is learned can be effective or ineffective, ethical or unethi-

cal, and more or less valuable; 
• learners and tutors/work supervisors influence and are influenced by 

the culture, values and practices of the site where they participate; 
• there are considerable inequalities in access to and the outcomes of 

learning; 
• the processes and practices of learning may lead to success and a 

sense of belonging for some, and to failure and a sense of rejection for 
others; 
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• social and organisational inequalities have a significant impact on 
learning; 

• learning can be usefully understood at different scales—the processes 
and structures of the wider learning field, the processes and structures 
of the parent organization; the practices of the local learning/working 
site, and the dispositions and actions of the individual learner; and 

• at all scales, learning and participation are influenced by and related to 
wider issues of social and economic inequality in society and the field 
of power. (Hodkinson, 2005, p. 525.) 

 
Nonetheless, he emphasizes that college and workplace learning are not iden-
tical, but some of the differences between them are no greater than differ-
ences between two different workplaces or two different colleges (Hodkin-
son, 2005). Boud & Walker (1991, p. 10) state that the challenge for those 
involved in education is to find ways in which they can conceptualize the 
process of learning from experience and use it to guide themselves and others 
through the work.  

However, organizational or environmental factors exist which may also 
have a negative effect when it comes to workplace learning. For example, 
Lohman (2000) reports on environmental inhibitors of teachers’ informal 
learning in the workplace. These include lack of time, lack of proximity to 
learning sources, lack of meaningful rewards, and limited decision-making 
power. The influence of these is possible to minimize in order to create orga-
nizational environments which enhance informal learning (Lohman, 2000, p. 
99).  

Experiential learning is an aspect of teacher education as well as work-
place learning. According to Berliner (1987, p. 60), “personal experience that 
is reflected on and examined, in order to derive ways to improve one’s own 
performance, is a valuable teacher.” Berliner (1987, p. 61) believes, that indi-
viduals with motivation to learn and who possess the set of strategies to 
learning from experience are changed by their experience and become ex-
perts in their field. However, learning from experience should not be the stu-
dents’ responsibility; if it were, it would be too coincidental. Demanding, 
intentional learning processes are the tasks of teacher education according to 
Niemi & Jakku-Sihvonen (2006, p. 42), who state that intentional learning is 
a consequence of cognitive goals, conscious control and the intentional use of 
knowledge, through which students become aware of their individual mo-
tives, goals, beliefs, and emotions. 

Tynjälä et al. (2003) emphasize that students need to be allowed to solve 
complex and ill-defined problems during their work-based learning periods. 
This is essential during practicum periods. Here also those who work during 
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studies have a huge advantage, in that they can and must solve these prob-
lems on a daily basis. But that the solving is also very conscious, rational or 
based on some justification has to be ensured. 

 Referring to Hodkinson (2005) who argues that the workplaces offers 
a great range of learning possibilities, we should conclude that schools can 
also provide a greater role as a learning context for teacher students. Overly 
academicized teacher education dismisses the possibilities of learning at 
work. This is not to mean that teacher education should cherish the tradi-
tional-craft approach, or school-based approach, but rather that taking advan-
tage of the source of knowledge is wise, useful, and beneficial to many par-
ties. It means real theory-practice integration. When learning in the work-
place is made explicit, exact, and deliberate, it is also academic. 

 
 

2.2 Characteristics of Reflection 
 

Since Dewey’s How we think (1933), and Schön’s Reflective Practitioner 
(1983), the discussion of the meaning and purpose of reflection has evolved 
enormously. Dewey is one of the first philosophers and educational theorists 
to view teachers as reflective practitioners, and as professionals who could 
play active roles in curriculum development and educational reform. Dewey 
defines reflective action as that which involves active, persistent and careful 
consideration of any belief or practice in the light of the reasons that support 
it and the further consequences to which it leads, and sees it as a holistic way 
of meeting and responding to problems (Zeichner & Liston 1996, pp. 8–9). 
“Dewey uses the work ‘reflection’ almost synonymously with the word 
‘thinking’. Reflection, for Dewey involves active, persistent, and careful con-
sideration of problems” (Clark & Yinger, 1987, p. 99). For Dewey, 
openmindedness, responsibility, and wholeheartedness are central to reflec-
tive action. Openmindedness is an active desire to listen to more sides than 
one, to accept alternative possibilities and recognize the possibility of error, 
and therefore reflective teachers continually ask why they are doing what 
they are doing. Responsibility involves careful consideration of the conse-
quences of an action, and to considering the ways in which it works, why it 
works and for whom it is working. Wholeheartedness means that reflective 
teachers regularly examine their assumptions, beliefs, and the results of their 
actions, and approach all situations with an attitude of being able to learn 
something new. (Zeichner & Liston 1996, pp. 10–11.) “Possession of these 
attitudes of openmindedness, responsibility, and wholeheartedness, together 
with a command of skills of inquiry such as observation and analysis, define 
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for Dewey a teacher who is reflective.” (Zeichner & Liston 1996, p. 11.) 
Griffiths & Tann (1992) argue that central to the spirit of reflective practice is 
reflection on the personal and professional concerns of the individual student 
teacher, who reflects on his or her own practice and uses theories wholeheart-
edly and open-mindedly.  

After Dewey, Donald Schön (1983; 1987) is probably one of the most 
quoted and appreciated scholars because of his important work on reflection 
and educating reflective practitioners. Newman (1996) emphasises the im-
portance of viewing Schön’s conception of reflective practice in the light of 
its epistemological account and therefore of understanding it as part of pro-
fessional development which aims at deeper understanding. According to 
Schön (1983, p. 49), knowing is in our action. Schön (1987, pp. 26–29) dis-
tinguishes between reflection-in-action and knowing-in-action. According to 
him, reflection-in-action means reflecting “in the midst of action without 
interrupting it. In an action-present—a period of time, variable with the con-
text, during which we can still make a difference to the situation at hand—
our thinking serves to reshape what we are doing while we are doing 
it.”(1987, p. 26.) Knowing-in-action refers “to the sorts of know-how we 
reveal in our intelligent action” (1987, p. 25). According to Schön, the de-
scriptions of knowing-in-action are always constructions, which “attempt to 
put into explicit, symbolic form a kind of intelligence that begins by being 
tacit and spontaneous. Our descriptions are conjectures that need to be tested 
against observation of their originals—which in at least one respect, they are 
bound to distort. For knowing-in-action is dynamic, and “facts”, “proced-
ures”, “rules”, and “theories” are static.” (1987, p. 25.) Reflection-on-action, 
however, refers to “thinking back on what we have done in order to discover 
how our knowing-in-action may have contributed to an unexpected out-
come.” (1987, p. 26.) “The distinction between reflection- and knowing-in-
action may be subtle.” (1987, p. 29.) According to Schön (1987, p. 31), both 
processes (knowing-in-action and reflection-in-action), can be delivered 
without being able to say what is being done. He continues that it is an en-
tirely different matter to be able to reflect-in-action and to be able to reflect 
on reflection-in-action, which means being able “to produce a good verbal 
description of it; and it is still another thing to be able to reflect on the resul-
ting description.” (1987, p. 31.) “A professional’s knowing-in-action is em-
bedded in the socially and institutionally structured context shared by a 
community of practitioners. Knowing-in-practice is exercised in the institu-
tional settings particular to the profession, organized in terms of its character-
istic units of activity and its familiar types of practice situations, and con-
strained or facilitated by its common body of professional knowledge and its 



32 Katriina Maaranen 

appreciative system.” (1987, p. 33.) Schön (1987, p. 26) defines reflection-in-
action as a situation in which thinking serves to reshape what is being done 
while doing it. “Stimulated by surprise, they turn thought back on action and 
on the knowing which is implicit in action.” (Schön 1983, p. 50.) Reflection-
in-action takes place when the teacher tries to solve problems then and there. 
Reflection can also occur before and after an action, for example in lesson 
planning prior to instruction and afterwards, when considering what occur-
red. The latter is called reflection-on-action. Although Schön has been ex-
tremely influential, his ideas have also received criticism. According to 
Zeichner & Liston (1996 pp. 18–19), Schön has been criticized for lacking 
the aspect of collective reflection, the way professionals can reflect together 
on a regular basis about their work, as well as for concentrating only on in-
ternal issues while ignoring the external, such as social conditions, and con-
textuality. By bringing these aspects, as well as Dewey’s three features, to 
personal, situational reflection, a description of good, reflective teaching is at 
hand.  

Terms such as ‘reflective inquiry, practitioner research and action re-
search’ (Lunenberg, Ponte & Van De Ven 2007) have a close connection to 
certain aspects of reflection, and to some degree may be seen as synonymous 
to reflective practice, although Schön (1983) also uses the term ‘reflective 
research’ which he defines as research undertaken outside the context of 
practice (p. 309). Based on Schön’s (1987) work, Zeichner (1990) concludes 
that practitioners can be helped to use their own teaching as a form of re-
search aimed at the improvement of practice, and that research-based teacher 
education involves efforts to encourage and support teachers’ inquiries into 
their own practices.  

According to Wade & Yarbrough (1996, p. 64), reflection involves a 
separation or stepping back from experience, and is also a connective pro-
cess. “As we reflect, we discover the links between different aspects of our 
life experience. Past experiences are reconsidered in light of new informa-
tion. Reflection allows us to draw conclusions about our past experience and 
develop new insights that we can apply to our future activities.” (Wade & 
Yarbrough, 1996, p. 64.) A definition of reflection which brings together its 
many sides and conceptualizations is the one formulated by Korthagen (2001, 
p. 58): “Reflection is the mental process of trying to structure or restructure 
an experience, a problem, or existing knowledge or insights.” Not all thinking 
can be considered as reflection. Reflection needs criteria, and recently there 
have been discussions about these potential elements and processes of reflec-
tion. In earlier phases of research, reflection was considered to be an individ-
ual practice with its own ‘how to’ techniques. The problem of this kind of 
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thinking, according to Ghaye (2006), is that it detaches reflection from learn-
ing and leaves out the possibilities of the collective, multidisciplinary and 
organizational mindsets of reflective learning. Therefore, the widely used 
definitions by Schön (1983; 1987) of reflection-in-action and reflection-on-
action need to be reframed within the processes of shared learning possibili-
ties. 

 
Reflection and teacher development 

Teaching student teachers to reflect has been an important topic for over 
twenty years (see for example Zeichner & Liston, 1987). Reflective teaching 
is a value, but one not so well-defined. Most teacher educators take the view 
that teachers should be reflective, but agreement on what they mean by re-
flection does not exist. Harrington, Quinn-Leering and Hodson (1996, p. 34) 
suggest that “[p]reparing teachers who are reflective requires a clear concep-
tion of what reflection is and the means to foster its development.” This is a 
challenge still, even though a decade has passed since this point was made. 
Various definitions of reflection, reflective teacher, reflective practitioner, 
and reflective teacher education have been offered, and it seems that still 
there is no agreement on what these terms mean (see e.g. Bengtsson, 1995). 
Korthagen and Wubbels (1995) put forward their own findings, identifying 
the following characteristics of reflective student teachers. They are able to 
structure situations and problems; they use a questioning approach when ev-
aluating their experience (e.g., why did this happen?); they are clear about 
what they want to learn (i.e. are independent learners); they can describe and 
analyse their experience and interaction well; and they have strong feelings of 
self-assuredness and self-efficacy (p.66). It can be assumed that if teacher 
education succeeds in educating reflective students, they should become re-
flective practitioners.  

Hatton & Smith (1995) ask “whether solving problems should be con-
sidered an inherent characteristic of reflection” (p. 34), even though when 
referring to a group of researchers they state that “there is some consensus 
that reflection is centrally concerned with finding solutions to real problems” 
(p. 34). Based on their study on teacher students in Sydney, Smith & Hatton 
(1995) identified four types of writing, in which they found three types of 
reflection: descriptive writing (not reflection), descriptive reflection, dialogic 
reflection and critical reflection (p. 40), as presented below. 
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Descriptive writing 

• Not reflective 
• Description of events that occurred / report of literature. 
• No attempt to provide reasons/justification for events. 
 

Descriptive Reflection 

• Reflective, not only a description of events but some attempt to provide rea-
son/justification for events or actions but in a reportive or descriptive way. For 
example, “I chose this problem-solving activity because I believe that students 
should be active rather than passive learners.” 

• Recognition of alternate viewpoints in the research and literature 
which are reported. For example, Tyler (1949) because of the assump-
tions on which his approach rests suggests that the curriculum process 
should begin with objectives. Yinger (1979) on the other hand, argues 
that the “task” is the starting point. 

• Two forms: 
a) Reflection is based generally on one perspective/factor as a ration-

ale. 
b) Reflection is based on the recognition of multiple factors and per-

spectives. 
 

Dialogic Reflection 

Demonstrates a “stepping back” from the events/actions leading to a dif-
ferent level of mulling about, discourse with self and exploring the ex-
perience, events, and actions using qualities of judgments and possible al-
ternatives for explaining and hypothesizing. Such reflection is analytical 
or/and integrative of factors and perspectives and may recognize inconsis-
tencies in attempting to provide rationales and critiques, for example, 
“While I had planned to use mainly written text material I became aware 
very quickly that a number of students did not respond to these. Thinking 
about this now there may have been several reasons for this. A number of 
students, while reasonably proficient in English, even though they had 
been NESB learners, may still have lacked some confidence in handling 
the level of language in the text. Alternatively, a number of students may 
have been visual and tactile learners. In any case I found that I had to em-
ploy more concrete activities in my teaching.” Two forms, as in (a) and 
(b) above.  
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Critical Reflection 

Demonstrates an awareness that actions and events are not only located 
in, and explicable by, reference to multiple perspectives but are located 
in, and influenced by multiple historical, and socio-political contexts. For 
example, “What must be recognized, however, is that the issues of stu-
dents management experienced with this class can only be understood 
within the wider structural locations of power relationships established 
between teachers and students in schools as social institution based upon 
the principle of control.” (Smith, 1992). (Hatton & Smith, 1995, Appen-
dix, pp. 48–49.) 
 

Korthagen (1985; 2005) introduces the ALACT model as a teacher education 
model which is used to scaffold student teachers’ reflection in five phases: 
action, looking back action, awareness of essential aspects, creating alterna-
tive methods of action, and trial. The ALACT model’s reflection is based on 
experiences from the field within teacher education. Korthagen (2005, pp. 
87–88) summarizes the view on reflection in the following way: 

1) It is beneficial if teachers are stimulated to reflect on their own class-
room experiences on the basis of their personal concerns. 

2) It is beneficial if reflection on the non-rational sources of behavior is 
included. 

3) It is beneficial if this reflection follows a systematic structure, and if 
this structure is made explicit. 

4) It is beneficial if this structure is introduced gradually. 
5) It is beneficial if meta-reflection is promoted. 
6) It is beneficial if peer-assisted reflective learning is being promoted. 

 
Valli (1993, p. 15) states that personal reflection “helps teacher candidates 
develop a professional sense of self and use that knowledge to create humane 
classroom environments.” In other words, reflection helps develop a teacher’s 
professional or teacherly self-awareness. Such growth is important in becom-
ing a teacher, and although teacher development research (e.g. Huberman, 
1992), as well as expert-novice research (e.g. Dreyfus & Dreyfus, 1986), 
show that development takes many years, it cannot happen effectively with-
out a reflective attitude on the part of teachers concerning their teacherly 
selves and teaching. 

In practice, reflection can also be viewed in terms of evaluation (Proctor 
1993, p. 93). According to Shavelson and Stern (1981, p. 471) reflection as 
evaluation is a “phase of teaching whereby teachers assess their plans and 
accomplishments and so revise them for the future”. In their study, pre-
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service class teachers evaluated their own research which examined a particu-
lar pedagogical issue. Although the focus on the evaluation of such research 
is not itself a teaching action, it still can be seen as involving similar aspects, 
according to the definition of evaluation offered by Shavelson and Stern 
(1981). 

 
Reflective teacher and teaching 

According to Zeichner and Liston (1996, p. 6) a reflective teacher 1) exam-
ines, frames, and attempts to solve the dilemmas of classroom practice, 2) is 
aware of and questions the assumptions and values he or she brings to teach-
ing, 3) is attentive to the institutional and cultural contexts in which he or she 
teaches, 4) takes part in curriculum development and is involved in school 
change efforts, and 5) takes responsibility for his or her own professional 
development. Calderhead (1989) asserts that the concepts of reflective teach-
ing vary in terms of how teacher educators view the process of reflection, the 
content of reflection, the preconditions of reflection, and the product of re-
flection. Reflective teaching has been justified on grounds ranging from mo-
ral responsibility to technical effectiveness. Further, reflection has been inte-
grated into teacher education courses varying from a behavioral skills ap-
proach, in which reflection is viewed as a means to achieve certain prescribed 
practices, to courses dedicated to a critical science approach in which reflec-
tion is seen as a means emancipation and professional autonomy (Calder-
head, 1989). Wade & Yarbrough (1996, p. 64) argue that the reflective pro-
cess in teaching includes certain core elements. Firstly, reflection is a deliber-
ate thinking process and secondly, it takes time, and the more time one de-
votes, the greater is the potential for learning. Thirdly, reflection can lead to 
cognitive growth, and fourthly it is an ethical undertaking. A reflective 
teacher must be able to describe, analyze, and define a problem or dilemma, 
gather as much information as possible, and generate multiple alternative 
solutions to it, according to LaBoskey (1993, p. 30). “Reflective teachers 
reflect in order to learn to improve their understanding of, feelings about, and 
responses to the world of teaching.” (LaBoskey, 1993, p. 36.) Therefore, be-
ing a competent professional in today’s schools would seem to include being 
a reflective teacher; it is, at least, a part of the requirements set for future 
teachers.  

Griffiths & Tann (1992) view teachers’ reflection as consisting of five 
levels, which appear in cycles of action, observation, analysis and planning at 
different levels of speed and consciousness. The first level is referred to as 
rapid reflection, where teachers reflect immediately and automatically while 
they are acting. The second level is repair, which is also reflection-in-action, 
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but consists of a quick pause for thought. The third level, review, may be 
used at any time after the teaching and may be collegial. The fourth level is 
research, where the process of collecting information about one’s teaching is 
systematic and long-term. “The process of collecting information, analysing 
it and evaluating it may be a matter of weeks or months. Tick sheets, video or 
a diary may be used to collect information on a particular issue. The teacher 
will then reflect carefully on the reasons for the way the issue has arisen in 
the way it has, and also on the information collecting itself: its validity and 
reliability.” (Griffits & Tann 1992, p. 79.) The last level is called retheorizing 
and reformulating, which means abstract, rigorous reflection over a period of 
months or years. This level requires the teacher to read the theory critically. 
According to Griffiths & Tann (1992, p. 79) the last two levels engage with 
public theory, often encouraged through the wider support of courses and 
networks which form a public arena for discourse, debate and dissemination. 
The views of Griffiths & Tann (1992), and especially the description of their 
fourth and fifth levels, come close to the definitions of teacher research, or 
practitioner research.  

In Bengtsson’s (1995) view, personal reflection can be self-reflection, re-
flection as thinking, or reflection as self-understanding. Korthagen’s (2004, 
pp. 79–81; 2005, pp. 88–92) onion model illustrates teachers’ personal re-
flection, which Korthagen (2005, p. 89) defines in the following way:  

Teachers can reflect on the environment (the first level), for example a specific 
class or pupil, their teaching behaviour (second level), or their competencies (third 
level). The reflection starts to deepen when underlying beliefs are also reflected 
on (fourth level), and relations with how one perceives one’s own (professional or 
personal) identity (fifth level). Finally (on the sixth level), one can reflect on one’s 
place in the world, one’s personal mission as a teacher.  
 

Bengtson (1993) uses the term collegial knowledge (or dialogue) of collec-
tive reflection, which he considers to be a natural part of teacher’s lives, and 
which takes place between at least two colleagues discussing professional 
issues face-to-face. Nissilä (2005), referring to Senge (1990), characterizes 
collective reflection similarly as collective dialogue, which “is a free and 
creative exploration of complex and subtle issues.” (Nissilä, 2005, p. 211.) 
Hansen (1998, p. 170) recognizes collective reflection as a process of verbal 
activity in which interaction and the internalizing of professional language 
takes place. 
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Phases of reflection—A possible analysis tool for the processes of reflective 
learning 

According to Rodgers (2002), reflection is viewed as important, even essen-
tial, to being an effective teacher. Rodgers (2002, p. 843) states that there is 
no clear definition of reflection and this causes other significant problems, 
such as how to teach assessing particular skills, or how to teach the import-
ance of reflection. According to her, then, researching the effectiveness of 
reflective teacher education is difficult. Dewey’s Democracy and Education 
(1916/1944) and How We Think (1933) distinguish reflection from “regular” 
thinking or “mulling over” by identifying three kinds of thought: stream of 
consciousness, invention, and belief. These are undisciplined. (Rodgers, 
2002, p. 849.) Based on Dewey’s analysis, Rodgers proposes phases of re-
flection, including presence to experience, description of experience, analysis 
of experience and intelligent action/experimentation (Rodgers, 2002, p. 851). 

Presence to experience refers to realization—the presence in mind—of 
the person’s initial experience. Description of experience describes the ex-
perience, while analysis of experience is the first stage of the reflection 
phase. The last phase, intelligent action/experimentation, refers to learning 
from the experience, being critical of it and improving on it. Rodgers, in 
echoing Dewey’s overall theory of experience, also holds that the reflection 
process is cyclical; thus the last phase becomes a new experience and the 
cycle begins again, at a new level (2002, p. 856).  

Schön (1987, pp. 117–118) considers the phases of reflection to be like a 
ladder of reflection. According to him, the first step of the ladder is the de-
signing, and on this step designing is reflection-in-action. The second step is 
the description of designing, where the designing is described. The third step 
is the reflection on description of designing, which then again could be 
viewed as first-degree reflection. The fourth step is the reflection on reflec-
tion on description of designing, which could be viewed as second-degree 
reflection. If Schön’s ladder is seen as a continuing process, where one ladder 
follows another as it comes to an end, it can be viewed as embodying an idea 
similar to Dewey’s cyclical process.  

Reflection is so multidimensional a concept that it is difficult or even im-
possible to define. The definition depends of the actor, the action, and the aim 
of the action. Thus reflection is an extremely multifaceted matter, containing 
many aspects, and around which many opinions and theories, by many noted 
scholars circulate. No one definition can be determined; instead we must 
focus on certain aspects of reflection, on some context or some specific pur-
pose of it. Reflection can be an aim or a tool, or both.  
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2.3 Teacher Research: Traditions, Aspects, and Features 
 

2.3.1 Teacher or Practitioner Research 

Reis-Jorge (2007) argues that teacher research in education is a term that is 
hard to pin down. To some it means studies that meet the standards and cri-
teria of academic research, conducted by teachers, whereas to others it is a 
process in which practitioners “adopt a systematic reflective stance to their 
practice not necessarily bound by the constraints of the traditional academic 
research paradigms.” (p. 403.) Further on, he states: 

The diversity of contexts, aspirations, epistemological and methodological orien-
tation of teacher-research makes it difficult, if not impossible, to arrive at a gener-
ally agreed definition of the concept. (p. 403.) 
 

The shift in paradigms from quantitative to qualitative research started a de-
bate on a question of who is or can be a researcher. While earlier it was clear 
that researchers are those who belong to academic communities, this was no 
longer apparent. The problem which sparked the discussion was of who was 
the right person to conduct research on teaching: the outsider (the academic 
research professional) or the insider (the teacher who is professional in the 
classroom). Richardson (1994a, p. 5) wants to make a clear distinction be-
tween those who conduct research as their profession and those who are first 
and foremost teachers, and conduct research alongside their teaching. In 
Richardson’s opinion a problem in teacher research is that teachers might 
believe that research on teaching is irrelevant to their day-to-day practice 
(1994a, p. 8). Richardson (1994a, p. 5) views the conducting of research from 
two different perspectives: formal research and practical inquiry. She defines 
practical inquiry as research which practitioners, i.e. teachers, conduct in 
order to improve their practice, whereas formal research is conducted by re-
searchers or practitioners in order to contribute to established and general 
knowledge. According to Richardson (1994a), the concept of teacher research 
has at least four approaches. The first considers teaching as research, which 
means that the teacher experiments with a treatment or an activity, and makes 
decisions on the basis of data. The second considers the teacher as reflective 
practitioner (e.g. Dewey, 1933; Schön, 1983 etc.). The third relates to action 
research, and the fourth considers the teacher as formal educational re-
searcher. According to Richardson, the first three belong to the practical in-
quiry category, which is not associated with any formal research methodol-
ogy. (1994a, p. 7.) 

Collier and Lewin in the USA are said to have developed the action re-
search tradition as early as the 1940s and 1950s. Corey, who introduced the 
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term ‘action research’ into educational work, saw action research as a cycli-
cal process with each cycle of research affecting subsequent cycles of plan-
ning of action programs, executing them, evaluating, and then repeating the 
circle of activities. (Carr & Kemmis, 1986, pp. 162–165; Zeichner & Noffke, 
2001, p. 301.) Carr & Kemmis (1986) categorize action research as belonging 
to the tradition of critical educational science. According to them, “[a]ction 
research is a form of self-reflective enquiry undertaken by participants in 
social situations in order to improve the rationality and justice of their own 
practices, their understanding of these practices and the situations in which 
the practices are carried out.” (Carr & Kemmis, 1986, p. 162; Kemmis & 
McTaggart, 1988, p. 5.) The essential aims of action research are to improve 
practice, improve understanding of practice, and improve the situation in 
which practice takes place, as well as involving of practitioners in the im-
provement process (Carr & Kemmis, 1986, p.165). Carr & Kemmis (1986, p. 
165) have defined the following three minimal requirements for action re-
search: 

1) The project takes as its subject-matter a social practice, regarding it as 
a form of strategic action susceptible of improvement; 

2) The project proceeds through a spiral of cycles of planning, acting, 
observing and reflecting, with each of these activities being systemati-
cally and self-critically implemented and interrelated; 

3) The project involves those responsible for the practice in each of the 
moments of the activity, widening participation in the project gradu-
ally to include others affected by the practice, and maintaining col-
laborative control of the process.  

 
In their science teacher education program at the University of Wisconsin-
Madison, Tabachnick & Zeichner (1999) applied constructivism and reflec-
tive practice, and define action research in the following way: “Action re-
search is a systematic examination and collaborative analysis of the conse-
quences of some classroom action.” (p. 310.) According to them, action re-
search as a strategy may help to engender a conceptual change approach to 
teaching science. Teaching, in action research, is viewed as a form of re-
search and thus becomes “an ongoing interplay of intentions, plans, social 
interactions, records of behavior, interpretations, and adjusted teaching-
learning behaviors.” (p. 311.) Ponte (2002, p. 401) defines the concept of 
action research in her case as “simultaneous development and application of 
knowledge by teachers.” With this she means that the development and ap-
plication of professional knowledge are aspects of a cyclical process that 
teachers themselves are responsible for.  
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The teacher-as-researcher movement emerged in the UK in the 1960s, 
when school-based curriculum development began, the important developers 
being Stenhouse, Elliot and Rudduck. Carr & Kemmis (1986) state that Jo-
seph J. Schwab and Lawrence Stenhouse “were the spokesmen for the practi-
cal: both recognized the need for teachers to be central to the curriculum ex-
ercise as doers, making judgements based on their knowledge and experience 
and the demands of practical situations.” (p. 18.) One of the most influential 
persons at the time was Lawrence Stenhouse, who as early as in the 1970s 
encouraged teachers to do research. (See eg. Goswami & Stillman, 1987; 
Cochran-Smith & Lytle 1990, p. 3). Stenhouse (1981) cited in Rudduck & 
Hopkins (1985, p. 18), defines research as “systematic and sustained enquiry, 
planned and self-critical, which is subjected to public criticism and to empiri-
cal tests where these are appropriate.” According to Rudduck (1985, p. 283), 
research allows the teacher to examine his/her everyday work in depth “to 
gain new insights, set new goals and achieve new levels of competence and 
confidence.” She continues to state that research also “liberates curiosity and 
generates excitement” (1985, p. 283), as well as allows the teacher to see the 
professional progress he/she is making. Rudduck (1985, p. 282) views 
Schön’s definition of a teacher as a ‘reflective practitioner’ as not being en-
ough to secure a more democratic research community and open up the re-
search tradition. She concludes that at that time (in the middle of 1980s), 
there existed two separate research cultures, one based on formal structures 
and values of the system and the other only “emergent and struggling for 
place and identity” (1985, p. 282.) 

In North America the teacher researcher movement emerged in the 1980s, 
due to several reasons, such as the acceptance of qualitative and case study 
methods, the pioneering work of many teacher researchers, the increased em-
phasis on action research in teacher education programs, and the reflective 
practitioner movement (Zeichner & Noffke, 2001, p. 303). According to 
many theoreticians, teacher research is essentially different from traditional, 
formal research conducted by the academic research community (eg. Rud-
duck, 1985; Richardson, 1994a; Cochran-Smith & Lytle, 1990; 1993), and 
even though its roots are in 1950s action research it remains on the margins 
of both the teaching and research communities (Lytle & Cochran-Smith, 
1990, p. 85).  

In recent years the teacher research movement has flourished especially in 
the USA and Australia. In the latter, Loughran and others (2002), for exam-
ple, report on the PAVOT project, which aimed to give “teachers opportuni-
ties to develop their individual voices and to document and portray their re-
search findings—and thus to share their pedagogical knowledge with other 
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educationalists” (Loughran 2002, p. 9.) Further on, Loughran (2002, p. 10) 
argues that the teacher-researcher’s approach and the manner of reporting 
findings is different from that of ‘traditional’ educational researchers. He 
argues that this is because teacher-researchers are driven by a personal im-
perative which means that they want to make a difference when it comes to 
their students. “Therefore, just as Dewey (1929) noted so long ago, educa-
tional practices themselves must be the source of the ultimate problems to be 
investigated if we are to build a science of education, so a focus on teacher 
research is paramount as it is teachers who work in the crucible of educa-
tional practice from which the ‘problems’ are derived.” (Loughran, 2002, pp. 
10–11.) Loughran (2002) suggests that the readiness to accept that one’s own 
experience is the major source of improving practice, demonstrates profes-
sionalism. He also emphasizes that teacher research is enhanced if it is a col-
laborative project (p.16). 

Shulman (2004a) calls teacher research one of the most dramatic present-
day examples of inquiry. In teacher research the teacher as the investigator is 
the both the subject and the object of research (p. 296). According to Shul-
man (2004a), Lampert’s investigations as a teacher researcher serve as a 
bridge between the psychological study of the learning and teaching of 
school subjects and the tenets of the Dewey school: “to study education by 
designing new practices of teaching and learning school subjects and examin-
ing the conditions and consequences of their implementation.” (p. 296.)  

Based on the definition of teacher research by Stenhouse, Cochran-Smith 
& Lytle (1990, p. 3; Lytle & Cochran-Smith, 1990, p. 84) have formed their 
own definition. For them, teacher research is a systematic and intentional 
inquiry carried out by teachers. The key words are ‘systematic’, by which 
they mean the ordered ways of gathering and recording information, docu-
menting experiences inside and outside the classrooms, and making some 
kind of written record; by ‘intentional’, they mean that teacher research is an 
activity that is planned rather than spontaneous; and by ‘inquiry’ they suggest 
that teacher research stems from or generates questions, and reflects teachers’ 
desires to make sense of their experiences. Lytle & Cochran-Smith (1990) 
have proposed a four-category typology for teacher research: 1) published 
and unpublished teachers’ journals; 2) essays in which teachers analyze their 
own classrooms or schools and consider issues related to learners, curricula, 
and school organization; 3) accounts of teachers’ oral inquiry processes; and 
4) classroom studies that use the documentation and analysis procedures of 
university-based classroom research. Due to the lack of peer review or cri-
tiquing possibilities for teacher researchers, Lytle & Cochran-Smith (1990, 
pp. 99–101) demand that networks of teacher research should be established 
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for collaboration among teachers, and also for more profitable relationships 
between university teacher educators and teacher-researchers. Cochran-Smith 
& Lytle (1993) have also constructed a table (Table 1), which shows the dif-
ferences between research on teaching and teacher research. By research on 
teaching, they refer to the large body of research conducted on classroom 
teaching and learning, and which has been critically reviewed and analyzed. 
By teacher research, they refer to the literature that has accumulated over the 
last decade and that has attempted to represent teachers’ work from teachers’ 
own perspectives. (p. 10.) 

 
Table 1. Differences between research on teaching and teacher research according to 
Cochran-Smith & Lytle, 1993, pp. 12–13.) 
 

 RESEARCH ON TEACHING TEACHER RESEARCH 
Ownership Professional researchers: university-

based or R&D center-based 
Teachers: K-12 school-based, 
college/university-based, or adult 
program-based 

Supportive 
Structures 

Academic community organized to 
provide formal/informal support for 
research: monetary, workload, 
scheduling, and institutional sup-
port, as well as local and national 
forums for dissemination and publi-
cation 

Teaching organizations (school or 
university) lack formal/informal 
support for research: inflexible 
workloads and teaching sched-
ules, little monetary support or 
release time, and few local or 
national forums for dissemina-
tion/publication 

Research ques-
tions 

Generally emerging from study in a 
discipline (or multiple disciplines) 
and/or analysis of theoretical and 
empirical literatures; referenced to 
the major work in some area(s) of 
the field 

Generally emerging from prob-
lems of practice: felt discrepan-
cies between intention and reality, 
theory/research and practice; 
reflexive and referenced to the 
immediate context 

Generalizability Findings intended for application 
and use outside of the context in 
which they were developed: either 
specific teaching procedures corre-
lated with increased student learning 
or interpretations/ analyses of the 
social and cultural construction of 
teaching and learning 

Findings intended for application 
and use within the context in 
which they were developed: 
enhanced conceptual frameworks, 
altered practice, and/or recon-
structed curricula; often useful 
beyond the immediate context 

Theoretical 
frameworks 

Derived from disciplines related to 
teaching, learning, and schooling 
(e.g., psychology, linguistics, an-
thropology, sociology, and litera-
ture)  
Generating theories related to teach-
ing, learning, and schooling 

Derived from the knowledge of 
professional practice and from 
disciplines related to teaching, 
learning, and schooling 
Generating theories related to 
teaching, learning, and schooling 
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Documentation 
& Analysis 

Quantitative studies and interpreta-
tive studies: professional detach-
ment/objectivity of the researcher, 
standard paradigms and means of 
data collection, analysis and rules of 
evidence 

Predominantly interpretive stud-
ies: professional involve-
ment/systematic subjectivity of 
the researcher, new paradigms 
and alternative kinds of discourse 
and analysis 

 
The main differences between research on teaching and teacher research, 
according to Cochran-Smith and Lytle (1993), are the supporting structures. 
Often teacher researchers lack formal or informal support for the research 
which makes the researching obviously more difficult. Another important 
difference is the generalizability of the research findings. Often teacher re-
searchers’ findings are intended for application and use within the context, 
and thus do not necessarily get published at all, or are published in a very 
limited way, even though they often would be useful beyond the immediate 
context.  

Goswami and Stillman (1987 preface) list how teachers are affected when 
they conduct research as a regular part of their work. Here are their views of 
teachers conducting research as a regular part of their work. 

1. Their teaching is transformed in important ways: they become theo-
rists, articulating their intentions, testing their assumptions, and find-
ing connections with practice. 

2. Their perceptions of themselves as writers and teachers are trans-
formed. They step up their use of resources; they form networks; and 
they become more active professionally. 

3. They become rich resources who can provide the profession with in-
formation it simply doesn’t have. They can observe closely, over long 
periods of time, with special insights and knowledge. Teachers know 
their classrooms and students in ways that outsiders can’t. 

4. They become critical, responsive readers and users of current re-
search, less apt to accept uncritically others’ theories, less vulnerable 
to fads, and more authoritative in their assessment of curricula, meth-
ods, and materials. 

5. They can study writing and learning and report their findings without 
spending large sums of money (although they must have support and 
recognition). Their studies, while probably not definitive taken to-
gether should help us develop and assess writing curricula in ways 
that are outside the scope of specialists and external evaluators.  

6. They collaborate with their students to answer questions important to 
both, drawing on community resources in new and unexpected ways. 
The nature of classroom discourse changes when inquiry begins. 
Working with teacher to answer real questions provides students with 
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intrinsic motivation for talking, reading, and writing and has the po-
tential for helping them achieve mature language skills.  

 
As can be seen, the benefits of teacher research are many. An interesting 
point is the idea that when a teacher conducts research as part of his/her 
work, Goswami and Stillman (1987) assume that the students’ studying 
and/or learning is transformed alongside the inquiry (point 6). 

The aim of practitioner research is both about changing practice as a re-
sult of study and about changing practice to understand it, and through that 
change, the teachers as well as other educational practitioners become pro-
ducers as well as mediators and consumers of knowledge (Zeichner & Nof-
fke, 2001, p. 306). According to Zeincher and Noffke (2001) the personal 
dimension of practitioner research is evident. First, it involves the careful 
study of the participants in educational practice; second, it brings about a 
heightened self-awareness by the practitioner, i.e. clarification and assump-
tions about education; third, it examines the impact of the research process on 
the practitioner; and fourth the fine line between research and learning is 
highlighted in practitioner research (pp. 307–308). Whereas some (i.e. Coch-
ran-Smith & Lytle, 1993; Cochran-Smith & Lytle, 1998) emphasize the new, 
challenging role of practitioner research in knowledge creation, others em-
phasize the aspects of professional development and educational management 
(i.e. Richardson, 1994b) in practitioner research (Zeichner & Noffke, 2001, p. 
309).  

According to Fischer (2001, p. 34) the following categories for under-
standing the reasons for practitioner research should be used: a) an interest in 
knowing how students learn; b) wanting to innovate in a curriculum area; c) a 
desire for change in one’s teaching; d) a search for connections and meaning 
in one’s work. According to Luneberg, Ponte & Van De Ven (2007, p. 18) 
the aim of practitioner research is “first and foremost to bridge the well-
known gap between research and practice in education.” Therefore “theory 
and practice are seen as two sides of the same coin. Practice needs theory, as 
theory needs practice.” (2007, p. 18.) Further on, Luneberg, Ponte & Van De 
Ven (2007, p. 20) define practitioner research as “knowledge construction in 
and through praxis, in which teachers (possibly in conjunction with external 
researchers) explore and improve practical situations, and interpret their find-
ings and improvements in the light of their educational goals.” Cochran-
Smith & Lytle (1998, pp. 32–33) raise the following issues concerning the 
knowledge base of teacher research: 

By ‘challenging the knowledge base’, we do not mean that teacher researchers 
should be allowed to add the knowledge they have generated through systematic 
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inquiry to that which is officially recognized by the community of educational re-
searchers and policy makers. Rather we mean that teacher research can help to 
question and reinvent the whole idea of a knowledge base, disrupting the existing 
relationships of power among knowers and known—who decides what ‘know-
ledge’ and ‘practice’ mean? Who decides how knowledge ought to be interpreted 
and used in order to improve practice? Who decides what kinds of ‘change’ and 
‘improvement’ are possible and/or desirable in schools and in universities? The 
point here is not to develop a new set of standards to determine whether teacher 
research is ‘good’ or ‘good enough’ but to figure out more contextually what it 
means to be ‘good’ and what teacher research might be ‘good for’. The point is 
not to determine whether teacher research ‘counts’ but what it counts for, not 
whether it is ‘interesting’, but whose interests it serves.  

 
The political dimension is also one aspect of practitioner research. Practi-
tioner research may deal with issues such as curriculum change, inequality, 
gender, and the social and economic issues of schooling. (Zeichner & Noffke, 
2001, pp. 309–310.) The practitioner-researcher can also experience prob-
lems in his/her research process, such as ethical problems, which for example 
Fraser (1997) reported having experienced. An important issue is also the 
trustworthiness of practitioner research. According to Shulman (2004a, p. 
298) the identity, role, experience, and skill of the investigator must be con-
sidered carefully. Although not all practitioner researchers want to make their 
work public, if practitioner researchers choose to make their inquiries avail-
able to others, their work becomes a source of knowledge for other research-
ers/practitioners, for teacher education and professional development pro-
grams, and for educational policy-makers (Zeichner & Noffke, 2001, p. 315). 
Still, there is a risk of losing the gained acceptance of practitioner research if 
its quality is not paid attention to: 

Uncritical acceptance of all knowledge that is generated through practitioner in-
quiry without any attention to research quality will serve only to undermine the 
acceptance of practitioner research as a legitimate form of knowledge generation 
in education. (Zeichner & Noffke, 2001, p. 315.) 
 

Reis-Jorge (2007, pp. 403–404) argues that there are at least three broad con-
ceptions of teacher research: 

• Teacher-research as an approximation of more traditional university-
based social science research, where the teachers are expected to 
adopt and be well-grounded in basic and applied science research 
paradigms. 

• Teacher-research as a reflective and/or reflexive process for the ben-
efit of the individual teacher and their learners, where through con-
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scious observation of, and reflection on day-to-day classroom interac-
tions, teacher re-examine their own practices in order to come to know 
themselves and their students more deeply. 

• Teacher-research as a new genre, not entirely different from other 
types of systematic enquiry into teaching, which represents a way of 
integrating a research element into teaching and learning that does not 
immediately invite evaluation by academic standards. 

 

 
 
Figure 2. Teacher-research: a continuum (Reis-Jorge, 2007 p. 404.) 

 
Based on different research traditions, Reis-Jorge (2007, pp. 404–405) de-
scribes teacher-research as a continuum having a contextual dimension and a 
structural dimension. These processes and continua illustrate the roots of the 
theory-practice tensions and reflect the extent to which different research 
traditions have moulded teacher-research according to their value positions 
and ideological orientations. (p. 404.)  

Thus, according to Groundwater-Smith & Dadds (2004), we can see that 
the language of the discussion today has moved from ‘action research’ to 
practitioner inquiry. They view that the term practitioner inquiry better suits 
cases where the practitioners themselves define the issues of research, or the 
problems to be inquired about, and ‘inquiry’ is a form of research. (p. 240). 
As well, Zeichner & Noffke (2001) view that the term practitioner research as 
a form of educational inquiry, covers the multiple aspects of this research 
tradition including action research, self-study, and teacher research. 
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Teacher research has fought for its legitimacy as a research tradition for a 
long time. As a general conclusion, there does not seem to be disagreement 
on the benefits of teacher research. However, what has been disputed is the 
tradition’s right to belong to the academic community, or who should be al-
lowed to research teaching. Today teacher or practitioner research is an ac-
cepted form of research. Nevertheless, it is not necessarily highly appreci-
ated. Evidence of this is the scarcity of teacher research articles in scholarly 
journals. Still, from this only we cannot draw a straightforward conclusion; 
after all, it is a generally known fact that many teacher researchers do not aim 
to publish. To the contrary, for a teacher, the purpose of teacher research is to 
develop professionally, and gain new knowledge of one’s own practice.  

However, in the case of not publishing, knowledge is not accumulated, 
challenged, or generated, which is a serious issue to consider. To solve this 
dilemma, either teacher researchers need their own forum to publish in and 
share knowledge, or they must ‘play by the rules’ of the academic com-
munity. (By this I mean strict research methodology and methods, reporting, 
publishing, and participating in academic discussion.)  

If the teacher researchers develop their own forums and community 
(which has been done already in many instances), it may lead to isolation 
from the academic community and academic language, and even lead to seg-
regation. 

If, on the other hand, teacher researchers try to keep up with the scholarly 
world, they would need to put a great amount of effort into their research, 
learn how to publish, etc. This cannot be done without funding, further study-
ing and other resources.  

The best solution to the dilemma would be close collaboration with aca-
demics. The teacher researchers and academics should form research teams, 
in which the work is done together, so that everybody contributes their own 
expertise and (re)sources. Thus the teacher researchers could provide the con-
tents and the contexts of the research, whereas the academics would have 
access and connections to journals, for example. 

 
2.3.2 Pedagogical Practitioner Research 

In a wide and thorough report on the published research on teacher education 
in the USA (Cochran-Smith & Zeichner 2005), practitioner research has been 
acknowledged as one method of teacher education. According to Grossman 
(2005), within the last twenty years teacher educators have started to use 
various forms of practitioner research in the preparation of teachers, and in 
most of the research that he referred to the teacher students were “required to 
study and analyze some aspect of their classroom practice, either themselves 
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or with others.”(p. 445.) However, Grossman discovered that researchers 
define practitioner research differently, and how they do this determines the 
types of outcomes which are studied. It is significant to see that using practi-
tioner research as a pedagogy is a choice, and “reflects the assumptions about 
the nature of teaching practice.” (Grossman 2005, p. 445.) “Many highly suc-
cessful teacher education programs require candidates to develop case studies 
on students on aspects of schools and teaching, and on families or communi-
ties by observing, interviewing, examining student work, and analyzing data 
they have collected.” (Darling-Hammond, 2006, p. 308.) Besides learning 
from case studies, Darling-Hammond (2006, p. 308) also values, for exam-
ple, portfolios and teachers’ classroom inquiries and research. According to 
her, teaching practice often has little connection to university work, which on 
the other hand has been viewed as ‘too theoretical’, meaning too abstract and 
general (Darling-Hammond, 2006, p. 308). According to Ball & Cohen 
(1999) professional education should emphasize questions in order to prepare 
people who are able to use knowledge to learn in and from practice. Crucial 
questions about teaching and learning, according to them, would be work, 
and evidence of professional work: investigating such questions and produc-
ing significant evidence are central activities in the acquisition and improve-
ment of professional knowledge. (p. 13.) Mott (1996) argues in the following 
passage strongly on behalf of practical research in education.  

Graduate and postgraduate education in research methodologies are considered 
crucial for continued professional development and instructional improvement 
and are a mechanism for creating change in response to societal demands. […] Al-
though actively engaged in practice-based research in an informal manner, some 
feel insufficiently trained, and therefore unprepared to conduct and share research 
that might improve practice. Among the several reasons for this estrangement are 
a perceived lack of practical relevance in the research being conducted, inad-
equate graduate training and experience in research methodologies, work envi-
ronments that are not conducive to research, and communication failure among 
traditional researchers and practitioners. At the core of these issues is a basic 
values conflict between the philosophical orientations of many practitioners and 
the underlying assumptions regarding traditional research, the nature of reality, 
and knowledge production. Many of the concerns about inadequate preparation 
for conducting research in practice could be addressed by involving students in re-
search education and practice early in their professional preparation programs. 
[…] Through the practical application of research skills in classrooms, clinical 
settings, and boardrooms, and through mentoring programs that encourage posi-
tive attitudes toward practice-based research, new and experienced practitioners 
would be more likely to perceive themselves as reflective, theory-building practi-
tioners whose effective professional strategies include and promote practical, self-
generated knowledge as well as formal theory. (Mott, 1996, pp. 61–62.) 
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Husso, Korpinen & Asunta (2006) introduce the Teacher Researcher Net 
(TRN), which has functioned at the University of Jyväskylä, Finland for over 
a decade. It has reached many important goals, such as publications, semi-
nars, summer schools, as well as education for doctoral students. The TRN 
aims to have an effect on the teacher education curriculum, by for instance 
offering students practice teaching places with teachers who belong to the 
TRN. Husso et al. (2006) also mention that MA thesis research is conducted 
with connection to the TRN. At the University of Helsinki, Jyrhämä, Maara-
nen & Aurola (2008) have initiated an experiment to combine teaching prac-
tice with research. This Research Practicum aims to more closely connect 
teachers’ work with academic studying, on the one hand, and deal with real-
life, daily problematic issues of teaching, schooling etc. with researching on 
the other. 

Reis-Jorge (2007; 2005) distinguishes two orientations of research in 
teacher education: 1) the academic perspective, where the aim is to develop 
academic skills and theoretical discourse and 2) the professional development 
perspective, where the aim is to use the reflective practitioner model to “en-
courage teachers to adopt a reflective stance to practice” (2007, p. 402.) Fur-
ther on, he criticizes the academic model for being unable to transfer the abil-
ity to reflect into practice (Reis-Jorge 2007; 2005). However, whether or not 
the combination of these is possible, it should provide the benefits of both, 
the academic as well as professional development aspects, as Reis-Jorge 
(2005, p. 317) also states. According to him, “It may be difficult for practi-
tioners to articulate questions of practical relevance within the criteria im-
posed by academic regulations. A balance in focus on both perspectives 
would seem to contribute to bridging the so-called theory/practice divide.” 
(Reis-Jorge 2005, p. 317.)  

 
 

2.4 Main Theoretical Elements 
 

Theory-practice integration consists of the professional development ap-
proach and workplace learning. The relationship between theory-practice 
integration and research means that in doing research, theory and practice 
meet. Theory is derived from practice, and it informs practice. Research in-
vestigates both: on the one hand, research is always based on previous re-
search (i.e. theories), and on the other, it often investigates practice (i.e. real-
ity). 
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Figure 3. The Main Theoretical Elements 

 
Research and reflection have a relationship. Reflection, in Dewey’s opinion, 
is a form of inquiry itself. However, if we consider this in a more concrete 
way, research is definitely a form of reflection. During a research process, the 
researcher goes through many circles of thought, which can be called reflec-
tion and the reflection process.  

Reflection, then again, has a relationship with theory and practice. Both 
can and need to be reflected on. Theory-practice integration, in this model, 
consists of professional development and workplace learning, and reflection 
is an important tool in both of these, in order for development or learning to 
occur.  
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3 Aims of the studies 
 

Study I 
This study focuses on examining reflective processes which take place in 
primary school teacher education, especially when conducting research for a 
MA thesis and reflecting on that process. The students’ MA thesis research 
process has not necessarily been acknowledged as part of a teacher’s profes-
sional development, and neither has the research process been considered as a 
reflective process, at least in international academic journals. This study at-
tempts to open a new perspective concerning the development of the research 
process as reflective learning in research-based teacher education. The aim of 
the research is stated in the two study questions:  

• What kind of reflective learning processes can be found in students’ 
conceptions of research processes?  

• How do students view their development during the research process? 
 

Study II 
The aim of this study is to investigate, firstly, how the students operated as 
teachers and how they engaged in learning the work of a teacher before they 
entered teacher education and, secondly, how the students experienced the 
organizing of teacher education in a way that takes into account and makes 
use of workplace learning. The research questions are formulated thus: 

• To what extent does experience develop the teacher’s teaching skills? 
• How does teacher education succeed in integrating work and learning? 
 

Study III 
Using a pragmatic mixed methods approach, the relationship between theory, 
practice and research in the context of an MA thesis research project, which 
all Finnish elementary school teacher students must conduct, is investigated. 
The aim of this study is formulated as follows: 

• How meaningful and significant has conducting the research been? 
• What were the students aims in conducting the research? 
• How well has teacher education succeeded in integrating theory and 

practice and research supervision? 
 

Study IV 
This research aims to examine the experiences of teachers who have recently 
completed their MA thesis. The purpose is to seek the connection between 
professional development and MA theses which are written by experienced 
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teachers without official qualifications in a pre-service teacher education pro-
gramme. This research approaches the topic from a pragmatic viewpoint and 
is conducted through a qualitative interview study of 23 recently or nearly 
graduated teachers in Finland. The aims are formulated as follows: 

• What personal aims have the teachers set for their MA theses and 
what effects have the MA thesis research had on their work? 

• How do the teachers describe their professional development during 
or after the MA thesis research.  

 
Study V 
More often today, primary school teacher students use their own work as 
teachers as a foundation for their MA thesis research, and the teachers chosen 
for this research had also conducted their MA thesis on a topic related to 
teachers’ everyday surroundings of teaching and learning: the schools, pupils, 
and themselves as teachers. However, the terminology of researching, inquir-
ing and reflecting causes confusion. How then do the teachers who have gone 
through researcher-based teacher education and have conducted their MA 
thesis from their own work view these concepts? Thus the aims of this study 
were formulated in the following way:  

• How and what do the teachers reflect on? 
• What are the teachers’ attitudes towards inquiring about their own 

work? 
• How do the teachers distinguish between a reflective practitioner and 

practitioner researcher? 
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4 Methods 
 

Here the methods used in the studies are introduced. Firstly the genres of 
empirical research in teacher education are explained, secondly the mixed 
methods and methodology are discussed, and thirdly the data sets, procedures 
and the analyses are introduced. Finally the methods and data are sum-
marized.  

 
 

4.1 Genres of Empirical Research in Teacher Education 
 

According to Borko, Liston & Whitcomb (2007), the research field of teacher 
education is relatively young. They define four genres of teacher education: 
effects of teacher education, interpretive, practitioner, and design. Of these 
the last two genres are more recent. Borko, Liston & Whitcomb (2007) define 
the effects of teacher education genre as focusing on the relationships be-
tween teacher education experiences and student learning, and having meth-
odological roots in the natural sciences. Within this genre cause-and-effect 
and process-product studies were typical. (pp. 3–4.)  

Interpretive research, conversly, is a search for local meaning, which 
aims for particularizability. “It seeks to describe, analyze and interpret fea-
tures of a specific situation, preserving its complexity and communicating the 
perspectives of participants.” (Borko et al, 2007, p. 4.) It is critical for the 
interpretive researcher to capture particiants’ voice and discourse, and so 
interviews and review of reflective journals, for example, are used to provide 
data. Data analysis begins during data collection, and themes and patterns are 
developed inductively from the data as well as deductively from the concep-
tual framework. “Readers of interpretive studies judge their quality using 
criteria such as credibility, applicability, transferability, dependability, and 
confirmability.” (Borko et al., 2007, p. 5.) 

Teacher educators have drawn on interpretive research to answer questions about 
how teacher candidates make sense of learning to teach and manage the complexi-
ties of teaching and learning. Studies have illustrated the importance of candi-
dates’ beliefs and knowledge (e.g. beliefs about teaching and learning; beliefs 
about culture, race, and language; subject matter knowledge), demonstrating how 
beliefs and knowledge shape and mediate their teacher education experiences. In-
terpretive studies have contributed to our understanding of what occurs within 
methods courses and field experiences, the practices of teacher educators, and fea-
tures of high-quality teacher preparation programs. Taken together, studies within 
this genre have given teacher educators a more nuanced understanding of teacher 
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candidates as learners, and a complex portrait of the impact of teacher education 
programs and teacher educators’ practices on candidates’ learning to teach. 
(Borko et al., 2007, p. 5) 
 

“[A]s an emerging genre practitioner scholarship is of great interest to ma´ny 
teacher educators and more variable in its quality and impact.” (Borko et al., 
2007, p. 3.) Already a decade ago, Zeichner (1999, p. 8) stated that research 
on teacher education which is conducted by those who actually do the work 
of teacher education is the single most significant development in the field of 
teacher education research. Zeichner (1999) calls this type of research self-
study research, whereas Borko et al. (2007) include self-study as one type of 
research among action research, teacher research and participatory research, 
within the genre of practitioner research. “Practitioner research examines 
practice from the inside; instead of research on teacher education by an out-
side party, it is research by teacher educators about their practice. The know-
ledge generated through practitioner inquiry is intended primarily to under-
stand and improve practice within a local context.” (Borko et al., 2007, p. 6.) 
Further on, Borko et al. (2007) emphasizes that practitioner research is situ-
ated in the researcher’s professional context, and the problems and issues 
which arise from that context are the focus of the inquiry (p. 6). Practitioner 
research shares features of intentionality, which refers to the planned and 
deliberate nature of practitioner research, and systematicity, which refers to 
organized ways of gathering information, keeping records of experiences and 
events, and analyzing the information that has been collected and recorded 
(Borko et al., 2007, p. 6; Cochran-Smith & Donnell, 2006). 

Borko et al. (2007) state that this type of research is bound to face criti-
cism, and emphasize that the criticism is “fundamentally tied to questions 
about what counts as knowledge, evidence, effectiveness, and even research.” 
(p. 6.) (See also Cochran-Smith & Lytle, 2004.) Zeichner (2007), too warns 
that typically small-scale studies which often take place in a local teacher 
education programs are difficult in terms of accumulating knowledge across 
the individual studies in order to influence policy-makers, the broader re-
search community and other teacher education practitioners. Zeichner (2007, 
p. 43) rejects “the dualism of research either contributing to greater theoreti-
cal understanding about an area or to the improvement of practice” and ar-
gues “that self-study research in teacher education should contribute to the 
improvement of teacher education practice and to our broader knowledge 
about particular questions of significance to teacher educators and policy-
makers.” According to Borko et al. (2007, pp. 9–10), teacher education re-
search should draw from multiple disciplines, be pluralistic in its methods, 
and be rigorously conducted and reported.  
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4.2 Mixed Methods and Sequential Studies 
 

4.2.1 Mixed Methods Research 

The history of mixed methods is based on the battle of paradigms in the edu-
cational and social sciences. Paradigms are defined as views or models of the 
world that guide researchers. The ruling paradigms have changed as times 
have changed. The quantitative methodology has roots in the positivist or 
empiricist approach and has been a powerful orientation for a long time. Qua-
litative methodology connects to a constructivist or phenomenological (also 
called interpretivist; eg. Howe, 1988) orientation and seems to be, or to be 
becoming, the ruling paradigm of our time in educational research.  

The debate between the scientists who represent either of these paradigms 
has been going on for some time and has been harsh. Tashakkori & Teddlie 
(1998, pp. 3–4) are not the only ones to call these debates ‘wars’ which take 
place on ‘battlefields’ although, according to them, there have been several 
attempts to make peace between the two major paradigmatic positions. In 
1988, Howe argued that the debate between quantitative and qualitative ap-
proaches should be determined based on his ‘compatibility thesis.’ He claims 
that this thesis supports the view “that combining quantitative and qualitative 
methods is a good thing and denies that such a wedding of methods is epis-
temologically incoherent” (p. 10), as many thinkers had claimed. According 
to Howe (1988), theoreticians who claim that quantitative and qualitative are 
incompatible justify their claims based on epistemological paradigms. Their 
argument is that the positivist and interpretivist paradigms are the basis of 
quantitative and qualitative methods, and therefore cannot be compatible. 
Howe (1988, p. 15) states that “at the level of epistemological paradigms, 
philosophy of science has moved on, into a ‘new’ or ‘postpositivitsic’ era.” 
Onwuegbuzie & Leech (2005), who refer to Rossman & Wilson (1985), 
state: 

[T]hree major schools of thought have evolved from the quantitative-qualitative 
paradigm wars, namely: purists, situationalists and pragmatists. The difference be-
tween these three perspectives relates to the extent to which each believes that 
quantitative and qualitative approaches co-exist and can be combined. These three 
camps can be conceptualized as lying on a continuum, with purists and pragma-
tists lying on opposite ends, and situationalists lying somewhere between purists 
and pragmatists. (Onwuegbuzie & Leech, 2005, p. 376.)  
 

Purists view that quantitative and qualitative methods have different onto-
logical, epistemological, and axiological assumptions about research, and that 
both paradigms are incompatible regarding how the world is viewed and 
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what it is important to know (Onwuegbuzie & Leech, 2005, p. 376). “Situ-
ationalists maintain the mono-method (paradigmatic) stance held by purists, 
but also contend that both methods have value. However, they believe that 
certain research questions lend themselves more to quantitative approaches, 
whereas other research questions are more suitable for qualitative methods.” 
(Onwuegbuzie & Leech, 2005, p. 376.)  

Pragmatists, on the contrary, do not accept this dichotomy between quan-
titative and qualitative approaches. Pragmatists assert that the research ques-
tion should drive the method(s) used, believing that epistemological purity 
does not get research done (Miles & Huberman, 1984), and researchers who 
ascribe to epistemological purity disregard the fact that research methodolo-
gies are merely tools that are designed to aid our understanding of the world 
(Onwuegbuzie & Leech, 2005, p. 377).  

According to Onwuegbuzie & Leech (2005), there are more similarities 
between quantitative and qualitative perspectives than there are differences, 
and both procedures involve the use of observations to address research 
questions. Both quantitative and qualitative researchers attempt to triangulate 
their data, and both groups of researchers select and use analytical techniques 
that are designed to obtain the maximal meaning from their data, and attempt 
to explain complex relationships that exist in the social science field, as well 
as utilize techniques to verify their data (Onwuegbuzie & Leech, 2005, p. 
379). Onwuegbuzie & Leech (2005, p. 381) suggest that methodological 
pluralism should be promoted in order to help as many investigators as pos-
sible to become pragmatic researchers. Onwuegbuzie & Teddlie (2003) sug-
gest that instead of emphasizing the terms quantitative and qualitative meth-
ods, exploratory and confirmatory methods should be used. This reconcep-
tualization should be done in order to unite the quantitative and qualitative 
data collection and data analysis procedures within the same framework.  

 
The central concepts of mixed methods research are defined as follows: 

A methodology is defined as the philosophical framework and the fundamen-
tal assumptions of research (van Manen, 1990), whereas methods are the 
techniques of data collection and analysis.  

According to the definition by Creswell & Plano Clark (2007, p. 6), mixed 
methods “research involves both collecting and analyzing quantitative and 
qualitative data.” Quantitative data includes closed-ended information, for 
instance closed-ended checklists, census records, or attendance records. “The 
analysis consists of statistically analyzing scores collected on instruments, 
checklists, or public documents to answer research questions or to test hy-
potheses.” (Creswell & Plano Clark 2007, p. 6.) Conversely, qualitative data 
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consists of open-ended information collected by, for example, interviews, 
observations, audiovisual material, or documents (Creswell & Plano Clark 
(2007, p. 6). “The analysis of the qualitative data (words or text or images) 
typically follows the path of aggregating the words or images into categories 
of information and presenting the diversity of ideas gathered during data col-
lection.” (Creswell & Plano Clark 2007, p. 6.) 
 
According to Creswell & Plano Clark (2007, p. 5); 

Mixed methods research is a research design with philosophical assumptions as 
well as methods of inquiry. As a methodology, it involves philosophical assump-
tions that guide the direction of the collection and analysis of data and the mixture 
of qualitative and quantitative approaches in many phases in the research process. 
As a method; it focuses on collecting analyzing, and mixing both quantitative and 
qualitative data in a single study or series of studies. Its central premise is that the 
use of quantitative and qualitative approaches in combination provides a better 
understanding of research problems than either approach alone. 
 

Creswell & Plano Clark, (2007, p. 9) express the premises of mixed methods 
research in the following way: 

• Quantitative research is weak in understanding the context or setting 
in which people talk. Also the voices of participants are not directly 
heard in quantitative research. Further, quantitative researchers are in 
the background, and their own personal biases and interpretations are 
seldom discussed. Qualitative research makes up for these weak-
nesses. On the other hand, qualitative research is seen as deficient be-
cause of the personal interpretations made by the researcher, the ensu-
ing bias created by this, and the difficulty in generalizing findings to a 
large group because of the limited number of participants studied. 
Quantitative research, it is argued, does not have these weaknesses. 

• Mixed methods research provides more comprehensive evidence for 
studying a research problem than either quantitative or qualitative re-
search alone. Researchers are given permission to use all of the tools 
of data collection available rather than being restricted to the types of 
data collection typically associated with qualitative research or quanti-
tative research.  

• Mixed methods research helps answer questions that cannot be an-
swered by qualitative or quantitative approaches alone.  

• Mixed methods encourages researchers to collaborate across the 
sometimes adversarial relationship between quantitative and qualita-
tive researchers.  
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• Mixed methods research encourages the use of multiple worldviews or 
paradigms rather than the typical association of certain paradigms for 
quantitative researchers and others for qualitative researchers. It also 
encourages us to think about a paradigm that might encompass all of 
quantitative and qualitative research, such a pragmatism, or using 
multiple paradigms in research.  

• Mixed methods research is “practical” in the sense that the researcher 
is free to use all methods possible to address a research problem. It is 
also “practical” because individuals tend to solve problems using both 
numbers and words, they combine inductive and deductive thinking, 
and they employ skills in observing people as well as recording be-
havior. It is natural, then, for individuals to employ mixed methods re-
search as the preferred mode of understanding the world.  

 
“Mixing is the explicit relating of the two data sets.” (Creswell & Plano 
Clark, 2007, p. 83.) A study that includes both quantitative and qualitative 
methods without explicitly mixing the data derived from each is simply a 
collection of multiple methods (Creswell & Plano Clark, 2007, p. 83). 

Research design, then again, refers to plan of action, which in this case is 
mixed methods research design (Creswell & Plano Clark, 2007; Creswell, 
2003).  

The term mixed model studies indicates that the mixing also includes ot-
her stages of the research process or occurs within and across stages, as well 
as even a mixing of paradigms (Tashakkori & Teddlie, 1998, p. 52; Johnson 
& Onwuegbuzie, 2004). 

In a sequential mixed model study “multiple approaches to data collec-
tion, data analysis, and inference are employed in a sequence of phases. Each 
phase by itself may use a mixed approach and provide conceptual and/or 
methodological grounds for the next one in the chain.”(Tashakkori & Ted-
dlie, 1998, pp. 149–150.) 

Tashakkori & Teddlie (1998, p. 151) distinguish the terms stage and 
phase in a sequential mixed model study. Stage refers to a component of a 
study, for example, the framing of the research question, or the type of in-
quiry, data collection, or data analysis. Phase, on the other hand, refers to a 
complete research effort consisting of a number of stages.  

According to Green, Caracelli & Graham (1989) mixed methods designs 
have five different purposes, described as follows.  

1 Triangulation seeks convergence, corroboration, correspondence of 
results from the different methods. Its rationale is to increase the va-
lidity of constructs and inquiry results by counteracting or maximizing 
the heterogeneity of irrelevant sources of variance attributable espe-
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cially to inherent method bias but also to inquirer bias, bias of sub-
stantive theory, biases of inquiry context. 

2 Complementary seeks elaboration, enhancement, illustration, clarifica-
tion of the results from one method with the results from the other 
method. Its rationale is to increase the interpretability, meaningful-
ness, and validity of constructs and inquiry results by both capitalizing 
on inherent method strengths and counteracting inherent biases in 
methods and other sources. 

3 Development seeks to use the results from one method to help develop 
or inform the other method, where development is broadly construed 
to include sampling and implementation, as well as measurement de-
cisions. Its rationale is to increase the validity of constructs and in-
quiry results by capitalizing on inherent method strengths. 

4 Initiation seeks the discovery of paradox and contradiction, new per-
spectives of frameworks, the recasting of questions or results from one 
method with questions or results from the other method. Its rationale 
is to increase the breadth and depth of inquiry results and interpreta-
tions by analyzing them from the different perspectives of different 
methods and paradigms. 

5 Expansion seeks to extend the breadth and range of inquiry by using 
different methods from different inquiry components. Its rationale is 
to increase the scope of inquiry by selecting the methods most appro-
priate for multiple inquiry components. 

 
According to Green et al. (1989, pp. 269–270) some of the mixed methods 
design options are constrained and narrow. They state that triangulation is the 
most constrained design, whereas expansion is the least. 

 
4.2.2 Pragmatism and Mixed Methods or Mixed Model Research 

Several authors suggest that pragmatism is the best paradigm for justifying 
the use of mixed methods research (Teddlie & Tashakkori, 2003, p. 20). Ac-
cording to Onwuegbuzie & Leech (2005, p. 383), becoming a pragmatic re-
searcher offers numerous advantages for individuals. For example, research-
ers are able to be flexible in the investigative techniques, they are in a better 
position to use qualitative research to inform the quantitative portion of re-
search studies and vice versa, and they are more able to combine the macro 
and micro levels of a research issue. “Because pragmatic researchers utilize 
mixed methodologies within the same inquiry, they are able to delve further 
into a dataset to understand its meaning and to use one method to verify find-
ings from the other method.” (Onwuegbuzie & Leech 2005, p. 384.) Using 
quantitative and qualitative techniques within the same framework, pragmatic 
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researchers can integrate the strengths of both methodologies, and thus are 
more likely to be able to select methods most appropriate with regard to the 
research questions, rather than to some preconceived biases about which 
paradigm is dominant in social science research. (Onwuegbuzie & Leech 
2005, p. 385.) Maxcy (2003), referring to Dewey, as a constructivist, states 
that mixed methods are warranted by a Deweyan pragmatism. “It is perfectly 
logical for researchers to select and use differing methods, mixing them as 
they see the need, and to seek to apply their findings to a reality that is at 
once plural and unknown.” (Maxcy, 2003, p. 59.) 

Teddlie & Tashakkori (2003, p.21; 1998, pp. 22–30) propose the follow-
ing list of points concerning pragmatism and the use of mixed methods: 

• Pragmatism supports the use of both qualitative and quantitative re-
search methods in the same research study and within multistage re-
search programs. Pragmatism rejects the incompatibility thesis. 

• Pragmatist researchers consider the research question to be more im-
portant than either the method they use or the paradigm that underlies 
the method. We refer to this as the “dictatorship of the research ques-
tion.” 

• Pragmatists also reject the forced choice between postpositivism and 
constructivism with regard to logic, epistemology, and so on. In each 
case, pragmatism rejects the either/or of the incompatibility thesis and 
embraces both points of view (or a position between the two opposing 
viewpoints). 

• Specific decisions regarding the use of mixed methods or qualitative 
methods or quantitative methods depend on the research question as it 
is currently posed and the stage of the research cycle that is ongoing. 

• Pragmatism avoids the use of metaphysical concepts (e.g. “truth,” “re-
ality”) that have caused much endless (and often useless) discussion 
and debate (e.g. Howe 1988). 

• Pragmatism presents a very practical and applied research philosophy.  
 
 

4.3 The Data Sets, Procedures, and Analyses  
 

The data sets are introduced in the chronological order in which the data was 
collected. The procedures used and/or analysis conducted on the data are ex-
plained with each data set. The data consists of five parts: essays, two sur-
veys, and two interviews. Each data set may be considered as a case, and 
since all the sets are fairly small, they represent certain groups of people 
(teacher students) in certain contexts (the University of Helsinki), and the 
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issue of the research is focused on certain themes within teacher education. 
(For more see e.g. Stake, 2000.)  

 
Essays 
Nine essays, in which the assignment was to critically analyze your research 
process and your development as a researcher during it, were analyzed in 
the fall of 2005. The lengths of these essays varied between four and eight 
handwritten pages, and they possess the features of short, autobiographical 
narratives. The essays were all written by graduating female class teacher 
students who had in common the fact that they were soon to be class teach-
ers. 

The writing assignment involved critically analyzing the candidates’ MA 
theses and their development as researchers as a result of it. After multiple 
readings the essays were analyzed from the viewpoints of the two research 
questions. For the first question (What kind of reflective learning processes 
can be found in students’ conceptions of research processes?), four steps of 
reflection were analyzed based on both Rodgers’s/Dewey’s and Schön’s an-
alysis of the steps of reflection: experience, describing the experience, ana-
lyzing the experience and reflecting on the analysis. To answer the second 
research question (How do students view their development during the re-
search process?), six classes were formed. This qualitative data was ap-
proached both analytically and holistically (e.g. Stake, 2000, p. 435). The 
method used in the analysis of the study was content analysis in which data is 
analyzed both inductively and deductively.  

 
Survey I 
Survey I (Appendix A) conducted in 2005, consisted of many variables, but 
only 20 variables dealing with the relationship between work and theoretical 
studies are reported here; the remaining ones are reported in Jyrhämä et al. 
(2008). A total of 113 students answered the survey of which 24 were men 
and 89 women. The total response rate (N=113) was approximately 49%, the 
estimated number of potential respondents being 231. The participants were 
multimode class teacher students who were first-, second-, third- or fourth-
year students. The ages varied between 26 and 59, the average age being 38, 
and the average length of experience being 7 years, with the lengths varying 
from 5 to 20 years. It was learned that 84.1% of the students had also worked 
during the entire teacher education program. The scale on which the students 
answered the questions was 1–7 (1=disagree, 7=agree). The survey data was 
analyzed using descriptive statistics and factor analysis.  
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This data was a part of the larger survey data that was collected by the en-
tire multimode research group. 

 
Interviews I 
A group of students (N=8) was interviewed in the autumn of 2005 concerning 
their work as teachers at the time they were accepted to the teacher education 
program. The interviews took place a few months after the students had be-
gun their studies. The idea was to find out how they had managed their teach-
ing, how they had developed their skills through experience, and how they 
had tried to solve the problems they encountered, in addition to the general 
attitudes they had towards their work as teachers. The semi-structured theme 
interviews (Appendix B) lasted approximately 30 minutes, and took place 
mainly in the interviewees’ schools. After transcription, the interviews were 
analyzed according to qualitative content analysis, and based on these ana-
lyses thematic sets were formed. The basic unit of analysis was a chunk of 
text which reflects a single theme (Ryan & Bernard, 2000, p. 780). The inter-
view questions were theory-driven. The categorizing was conducted based on 
the themes found, and after the forming of themes, were arranged according 
to the theory used in the formation of the interview questions. This data was 
collected by a fellow researcher of the multimode research group. 

 
Survey II 
A total of thirty-five recently graduated teachers answered a web-based sur-
vey in February 2007. The survey consisted of five background questions 
(concerning gender, the topic of the MA thesis, and working experience), 29 
Likert scale (1=disagree and 5=agree) variables, as well as two voluntary 
open-ended questions (Appendix C). Due to the small number of the total 
group (N=57) and the actual respondents (n=35), the aim was to obtain de-
scriptive and useful information; not to reach statistically reliable or gener-
alizable results. Therefore no substantial quantitative analysis could have 
been conducted but instead the means (M) and standard deviations (S.D.) of 
these variables are presented when discussing each variable. The low stan-
dard deviation indicates the like-mindedness of the respondents. The re-
sponses to the open-ended questions were categorized thematically, so that 
each answer was located under a theme which it discussed, and if an answer 
or sentence contained more than one theme, it was divided into as many 
theme categories as was needed. 
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Interviews II  
A selected sample of 31 teachers was contacted by e-mail or telephone and 
asked to participate in interviews. The basis for the selection was that the 
teachers had conducted a MA thesis relating to their own work as teachers. 
The sample was chosen based on the titles of the MA theses, the introduc-
tions of these theses, where they often revealed their relationship to the top-
ics, and inquiries to supervisors (i.e. professor and assistants) of MA thesis 
groups. A total of 23 teachers were interviewed in the fall of 2007 (Appendix 
D).  

The interviews were recorded on a digital recorder and the average length 
was 41 minutes. The interviewees chose the time and the place of the inter-
view. Three interviews took place in coffee shops, four in the researcher’s 
workroom at the university, one interview on the telephone, one in a public 
library, one in the office of an interviewee who temporarily worked as a pro-
ject worker, and the rest (13) in the schools were the teachers worked. The 
interviews were transcribed shortly after each one. A total of 151 pages of 
single-spaced text was produced for analysis. The data was reduced already 
in the transcription phase so that all irrelevant additional words, phrases or 
sounds were not written down. Some clearly irrelevant sentences were ig-
nored, for example in such a case where the interviewee lost track of the topic 
(see e.g Miles & Huberman 1994).  

The analysis followed Lincoln & Guba’s (1985) process of naturalisti-
cally obtained data: in other words, after unitizing, the data was categorized. 
The basic unit of analysis was a chunk of text which reflected a single theme 
(Ryan & Bernard, 2000, p. 780). Lincoln & Guba (1985, 333–334) define 
naturalistic inquiry as inductive, generative, constructive, and subjective. In 
other words, the data is neither approached a priori, or from hypotheses test-
ing points of view, nor is its purpose to verify propositions or hypotheses. 
The data is analyzed based on the ‘stream of behavior,’ and the conceptual 
categories are derived from the respondents’ own words. According to Lin-
coln & Guba (1985) the units of information of the data should have two 
characteristics. Firstly the unit should be heuristic (i.e. aimed at some under-
standing or action the researcher needs to have or perform) and secondly it 
must be the smallest piece of information so that it can stand by itself. (p. 
345.) 
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4.4 Summarizing Methods and Data  
 

Genre of the research 

The present research has features of different genres (Borko et al., 2007), and 
does not belong exclusively to any one of them. Parts of it have features of 
the interpretive genre, whereas other parts have features of practitioner re-
search, or self-study, in Zeichner’s (2007) terms. The qualitative data (essays 
and interviews) and its analysis, as well as aiming to bring out the partici-
pants’ voices as authentically as possible are features of the interpretive 
genre. On the other hand, belonging to teacher education staff and being clo-
sely involved with the supervision of MA theses, looking at the matters of 
inspection ‘from the inside’, makes me a practitioner researcher, and this 
research—at least partly—a part of the self-study genre.  

However, viewing that it is not so important to be able to categorize one-
self or the research into a certain category, I want to emphasize that first and 
foremost my research is multidisciplinary, multimethodological (Zeichner, 
2005, p. 743), and takes a pragmatic approach.  

 
Chronological process of the research 

Table 2 illustrates the chronological proceedings of the present research, in 
the light of all the elements and especially the data used in the case studies.  

 
Table 2. The chronological proceedings of the research 
 

DATA 2005 2006 2007 2008 Publication 
Essays Analyzing 

the essays 
   Published in 

Reflective 
Practice 

Survey I  
 
 
 
Interview I 

Survey I 
data was 
collected  
 
Interviews 
were 
conducted 

Analyzing 
Survey I data 
(19 variables)  
 
Interviews 
were ana-
lyzed 

 
 
 

  
 
Published in 
Workplace 
Journal 

Survey II   Survey II 
conducted 
& analyzed 
 
 
 
 

 Published in 
Journal of 
Education for 
Teaching (part 
of interview 
II) 
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Interview II   Interviews 
conducted  

Interviews 
analyzed 

Manuscript 
submitted 
 
Manuscript 
submitted 

 
Sequential mixed model of the research 

The essays that were analyzed using qualitative content analysis produced 
results which were used in the formation of Survey II’s variables and open-
ended questions. The descriptives produced by the survey results and the ca-
tegorizing of the open-ended questions guided the formation of Interview II 
themes and questions. Survey I’s theme (theory-practice integration) inspired 
Survey II’s open-ended questions. The variables of Survey I necessitated 
devising questions which were then asked in Interview II. 

The data analysis of this research has followed Huberman & Miles’s 
(1994; also Miles & Huberman, 1994) steps of qualitative analysis. The steps 
and timing of data collection were explained in the Chronological process 
subsection of the research. The data reduction has taken place within the 
handling of each data set. Within the essay data the core ideas were cate-
gorized. Within the interview data irrelevant sentences were discarded, and 
core expressions were categorized. In the data display step, the data was for-
med into matrices, after which the conclusions were drawn. 

With the quantitative data the process was simpler: data collection, the 
conducting of quantitative analysis, and the drawing of conclusions.  

According to Ryan & Bernard (2000, p. 784), visual display is an import-
ant part of qualitative analysis (and why not quantitative, too?). In all of the 
studies of this research, segments of texts have been presented using verbatim 
quotes from respondents, matrices and tables have been constructed showing 
the different simplified expressions of the respondents, and a theoretical 
model has been used to illustrate certain results. 

This research mixes methods, phases, and stages. Therefore it is a se-
quential mixed model research type. Krokfors (2007, p. 158), referring to 
Grossman, emphasizes the importance of cumulativeness of qualitative case 
studies in teacher education, and that is what also this research has aimed for.  

The results of the studies are mixed thematically into four themes: Reflec-
tion, Integrating theory and practice, (Practitioner) Research Process, and 
Professional and Personal Development.  
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5 Results 
 

5.1 Reflection 
 

Reflection in different forms was researched in Studies I and V. The teacher 
students’ reflection process was researched in Study I, using a combination of 
Rodgers’s (2002) interpretation of Dewey’s phases of reflection, and Schön’s 
(1987) ladder of reflection. Based on these, four phases of reflection were 
analyzed. The data used in Study I were essays that nine female students 
wrote as their last assignment before graduating as primary school teachers. 
Their task in the essays was as follows: Critically analyze your research pro-
cess and your development as a researcher during it. The four phases were 
experience, describing the experience, analyzing the experience, and reflect-
ing on the analysis. The results indicated that class teacher students had ana-
lyzed their own development thoroughly during the process of the research, 
and in addition, on an abstract level they had reflected on educational mat-
ters, both theoretical as well as practical, and had used metatheory-level 
thinking. Many of the students indicated that their pedagogical thinking had 
developed during the research process. The students had been “forced” to 
make decisions, not in pedagogical situations, but rather on matters dealing 
with educational settings. At the action level they had decided on their re-
search idea; at the object theory level they had realized the research process; 
and at the final, metatheory level they had derived their conclusions and inte-
grated the empirical findings into the theoretical background. The results of 
the study indicated that the students felt that their own, personally conducted 
research was a significant learning process. This study also showed that the 
students felt it is important to share ideas with peers, since reflection is a dis-
position towards one’s own work, and learning how to do it can be enhanced 
by reflective conversations with peers.  

Besides the reflection process, teachers’ collective and personal reflection 
concerning the work of a teacher was analyzed in Study V based on inter-
views of 23 recently graduated teachers. The teachers were asked: ‘How 
much do you reflect on your beliefs, conceptions or experiences with your 
colleagues?’ The interview results indicated that the degree of reflection var-
ied, from reflecting collectively very often (every day), to very seldom. Most 
of the teachers mentioned frequently sharing their thoughts with their col-
leagues. Those who did so typically did much planning with others, shared 
teaching, or were in a school culture in which an open atmosphere existed. 
Those who reflected on their work somewhat with colleagues, often stated 
that there was not enough time for collective reflection. Those who reflected 
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on their work very little with colleagues had either started in a new school or 
stated that the school culture did not encourage shared pedagogical reflection. 
The topics that the teachers discussed with colleagues included pupils, every-
day activities, methods, asking advice, teaching, learning, tips, practical mat-
ters, values, meeting parents, and school subjects. Many teachers also men-
tioned that it would be important to engage in reflection and have pedagogi-
cal discussions with others. In one school, organized discussions were 
planned, and in another they had tried so-called pedagogical cafés, but since 
these were voluntary the teachers did not stay after school to attend them. 
The teachers were also asked to explain their personal reflection by answer-
ing the questions: ‘How much do you think or inquire about your own work? 
What kind of matters do you think about?’. Only one teacher described re-
flection which took place during teaching, but several described reflection 
before and after teaching. In terms of justification, nine teachers’ statements 
described pondering over why they were doing what they were doing, as well 
as concern for the learning of the pupils or adjusting teaching so that the pu-
pils could learn in the best way. Matters that the teachers described reflecting 
about were mostly very practical, and were related to teaching, organizing 
teaching, pupils’ learning, teaching methods, teachers’ personal evaluations 
of their successes and failures, parents, and personal behavior.  

 
 

5.2 Integrating Theory and Practice  
 

The integration of theory and practice were researched in Studies II and III. 
In Study II the students were surveyed by a questionnaire in which the results 
were examined through descriptive statistics and a factor analysis. The objec-
tive of the survey was to find out how the students had been able to make use 
of teacher education studies in relation to their work as teachers. The descrip-
tives indicate that the students’ work as teachers had changed their teaching 
somewhat and that the students increasingly took advantage of the studies as 
the teacher education program proceeded. As theoretical knowledge in-
creased, the teaching goals set became more demanding, and they reflected 
on their work more theoretically than before. They had also tried to share 
their know-how in the workplace, and their self-confidence as a teacher in-
creased. The students did not see previous teaching experience as an obstacle 
in obtaining the theoretical perspectives offered by the education; rather, the 
workplace learning continued to develop their teaching skills, but now inte-
grated with on-campus studying. Using the factor analysis method four fac-
tors were formulated. These were Change in Teaching, which focuses espe-
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cially on the work of teachers; Effect of Teacher Education on Work Com-
munity, in which the variables involved sharing the knowledge that a student 
has acquired in teacher education studies with colleagues and the school 
community in general; Integrating Studies into Work, which dealt with the 
lack of time to apply the various influences learned in teacher education and 
the stress that results, as well as indicating that applying the ideas learned in 
teacher education was difficult; and Integrating Work into Studies, which 
clearly shows that the teacher students believed that the integration of their 
work into their studies succeeded, and that their work was taken into account 
in the studies.  

In Study III the respondents were asked to evaluate theory-practice inte-
gration in the open-ended question section of Survey II. The question was as 
follows: Did teacher education succeed in integrating theory and practice, 
and in which studies was it especially apparent? It was found that in the 
teachers’ opinions, integrating theory and practice in teacher education had 
taken place in many different courses or study periods. The majority viewed 
that the education had been successful as regards integration at least in some 
way, although a few respondents disagreed. However, it was clear that the 
most practical study periods were those which the teachers viewed as most 
integrative, in other words, the practicum, and the variety of studies of sub-
jects taught in school. Still, it is interesting that no more that six (17%) felt 
that in their own MA research this kind of integration took place.  

 
 

5.3 The (Practitioner) Research Process  
 

Issues concerning research as practitioner research or the research process 
itself were examined in Studies III, IV, and V.  

The practitioner research process was looked at in Study III. In this study 
the teachers answered a web-based questionnaire (Survey II), of which the 
descriptive statistics were examined. Nearly all respondents had found their 
research topic from the school environment although not necessarily from 
their own classrooms. Most of the respondents had also chosen their topic in 
order to benefit from it. Nearly all had also chosen a previously familiar 
topic. The data indicate quite clearly that the respondents felt they had 
learned how to conduct research in general as well as gaining new method-
ological and educational knowledge. They also felt that conducting the re-
search was an inspiring and useful experience. The results of their own re-
search also proved to be useful to them. The respondents reported receiving 
enough teaching in methodology as well as guidance from the university. 
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However, they did not get very much support, either concrete or peer support, 
from their workplace. Many of the respondents did not have the aim of creat-
ing an operational model for real use in school. In addition, the respondents 
intended to produce knowledge that could be useful for the school com-
munity. They also stated that their aim in conducting their research was to 
develop their own teaching ability. For some, the aim of the research was to 
find aspects for development. Most of the respondents conducted their re-
search in order to gather information about their pupils and/or their learning. 
In Study III there was an open-ended question which asked whether anything 
in the MA thesis work could be improved. The question was formulated as 
follows: In your opinion, how should the MA thesis research work and/or 
topics be developed further? The answers showed that several aspects of the 
MA research could be improved. Most clearly a desire for a more practical 
direction in the research topics was evident. The respondents wanted to con-
duct research which is useful and meaningful to them as well as to others, 
while they also hoped to be able to participate in various research projects.  

In Studies III and IV the MA thesis research was examined as practitioner 
research. The topics of the MA theses were categorized into three groups: 
studies which deal with pupils, studies which deal with school, and studies 
which deal with teachers. The reasons for choosing the topics were cate-
gorized as practical reasons, such as having data at hand, or wanting pupils’ 
feedback on certain issues; theoretical reasons, such as theoretical or meth-
odological interest; personal reasons, such as being interested in a certain 
pupil or wanting to learn more about immigrant children; professional rea-
sons, such as wanting to know how one has succeeded in a certain matter, or 
interest in a certain teaching method; and outside effect, such as encourage-
ment or inspiration from an outsider. The teachers were asked whether they 
had other aims in conducting their research in addition to graduating. These 
were categorized as actual project, which refers to being involved in a project 
of some sort; developing working as a teacher, such as encouraging social 
relationships or finding ways to solve difficult situations in the classroom; 
conducting significant research, referring to the ambition of continuing that 
specific research or hope of one’s own research being of scientific signifi-
cance; and sharing knowledge of the topic, which means that the teachers 
wished to be able to share their knowledge with colleagues, parents or even 
the wider educational community. In Study III, the meaningfulness of the 
research was categorized according to statements which consisted of justifi-
cations for the meaningfulness of the research (i.e. positive statements) to 
statements which consisted of challenges, difficulties or the research being 
unmeaningful (i.e. negative statements), and to statements which indicated 
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meaningfulness at some point of the research (i.e. positive and negative 
statements). The research was meaningful for the teachers, for example, if 
they were enthusiastic about it, had a methodological interest, were interested 
in the results of the research, or felt that their research may have an effect. 
Challenges or difficulties, such as having problems interpreting the data, or 
the research being compulsory and too difficult, made the research unmean-
ingful. For some teachers the research was meaningful at some point, for ex-
ample, at the beginning, but not after the results proved to be not as interest-
ing as was hoped for. 

In Study V the attitudes towards practitioner research were investigated. 
The teachers considered the benefits of teachers conducting research. The 
statements were put into five categories: benefits for the teacher, those for the 
pupils, those for the parents, those for the working community, and those for 
the wider society. One teacher felt that the individual child and confronting 
the pupils were more important than reflecting or researching. The greatest 
benefits for the teacher were felt to be personal development, learning to 
know one’s own styles, or being able to vary the teacher’s work. Benefits for 
the pupils were felt to be achieved by a teacher’s varying teaching styles or 
making changes in teaching. Some viewed that the results of teacher research 
was visible also in the homes of the pupils, as well as in the entire teaching 
community. Six teachers supported the view that teacher research may the 
benefit wider society. The teachers were also asked whether they had inten-
tions to continue researching their own work. Most indicated what the plans 
they had concerning research in the future. Interesting was the fact that quite 
many considered researching to be closely connected to the academic com-
munity. Five teachers indicated that they were planning on continuing their 
studies to the doctoral level. 

 
 

5.4 Professional and Personal Development  
 

Personal development during the research process was researched in Study I; 
learning in the workplace, and thus developing in the profession, was re-
searched in Study II; and teachers’ professional development through MA 
thesis research was researched in Study IV. 

In the essays, the students described their development as researchers. 
Their thoughts were categorized into six classes. Into the Personal growth 
class were categorized such thoughts which described the students’ views of 
personal development, understanding their identity better or noticing new 
aspects about themselves. The thoughts classified into the Development as a 
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researcher class expressed how the students felt their researching skills had 
been developed. They mentioned preferring certain methods, observing the 
environment from a researcher’s perspective, knowing how to be a selective 
reader and having developed as an interviewer. The Mastering new know-
ledge and methodology class illustrated that the student’s thought they had 
learned very much by reading the literature, collecting and analyzing the data, 
and using certain research methods and methodological tools, although for 
many it had been a difficult task. In Understanding researching the students 
described matters which they viewed as being part of research. For example, 
one student illustrated what increased the validity of her research; another 
student described how she had turned a solitary research process into discus-
sions and a sharing of thoughts. Several mentioned now knowing what re-
search is and how it should be done. Into the class Learning from what’s been 
done were sorted such thoughts which illustrated how the students had either 
learned from their own mistakes or where able to benefit from old as-
signments, and which also described what they now thought should have 
been done differently. The Overcoming difficulties class contained thoughts 
in which the students reviewed the difficulties they faced, and how they had 
overcome them. These difficulties were most often a lack of faith in oneself, 
as well as having to learn difficult, new things, such as using new computer 
programs or analyzing results. 

In Study II the teacher students were interviewed concerning how the stu-
dents operated as teachers prior to teacher education and how they engaged in 
learning of the work of a teacher before they entered teacher education. The 
students described the ways in which how they had ‘survived’ at school, how 
they had developed as teachers, and learned. Based on the interviews, three 
thematic sets were formed: 1) Learning through experiences, which included 
issues such as familiar models from their own school experience, learning 
from experience, believing their personality was suitable for teaching, and 
gaining feedback from pupils, for example in the form of test results); 2) 
School as a teacher learning environment, which included the workplace 
providing traditions, customs, and atmosphere, having a curriculum rely on, 
finding the support systems of the school, such as principal, school nurse, or 
psychologist, as well as being provided with training; and 3) Case-specific 
learning, which included, for example, seeking training, reading educational 
literature, and discussing professional issues with colleagues. 

In Study IV the interviewed teachers commented on general professional 
development and the usefulness of the skills and knowledge learned as well 
as the effects of the MA thesis on teaching or change in teaching. In the 
theme MA thesis as professional development the expressions were cate-
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gorized into eight main categories. Thus the teachers mentioned adjusting 
teaching or ways of working as a teacher, such as making use of literary 
skills tests, having deepened their knowledge of certain teaching methods, 
and changes in teaching in general, plus being more careful in grading pupils 
equally, and modifying teaching arrangements. Interaction skills and cooper-
ation with colleagues included the fact that conducting research at school 
required the teacher student to share it with colleagues which also enhanced 
his/her interaction skills, emphasizing cooperation and sharing information 
on pupils more, and the fact that interviewing colleagues made him/her better 
appreciate others’ opinions. Many teachers mentioned that in their profes-
sional development the gaining of knowledge, or reflection on theory and/or 
practice had occurred, for example, as knowledge had increased vastly, they 
reflected on theory and practice, had a deeper understanding of their pupils, 
and viewed teaching from a wider perspective. The teachers also mentioned 
that their self-confidence as a teacher or their views were strengthened by the 
literature and/or results. Their self-confidence was strengthened because 
either they had been able to conduct a MA thesis or felt they now possessed a 
certain expertise and/or status. The teachers also mentioned that they con-
sidered their researching skills or academic writing skills to be a part of 
professional development. The ability to write academic text as well as being 
aware of the scientific research process was viewed as important. One teacher 
also emphasized the criticalness—in terms of information, research and 
knowledge in general—as professional development. The ability and/or will-
ingness to read scientific and professional literature was also mentioned by 
the teachers. Further, many stated that they had experienced general profes-
sional development during the MA thesis process. The teachers were also 
asked whether they felt that they had learned useful skills or knowledge dur-
ing the process, categorized as knowledge in general, academic writing skills 
and researching skill, theoretical knowledge, strengthening views, teacher 
identity and ways of working. One teacher also mentioned that some of the 
skills or knowledge gained during the process might become useful in the 
future. Four teachers found nothing useful in terms of skills or knowledge in 
connection with the MA thesis process. The teachers were also asked what 
kinds of effects the research had on them personally and on their teaching, 
and whether they shared their knowledge of the topic or research results with 
their teacher colleagues. The results were categorized into two main catego-
ries: positive and limited or no effects. Firstly, the teachers mentioned change 
in teaching, such as the research or its results affecting the teachers in a way 
that their teaching had been changed or modified. In the subcategory 
strengthening professionalism, the teachers mentioned that their belief in 
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certain methods, or in the topic or research (i.e. activities and hobbies) was 
strengthened, and being given more responsibility due to their expertise in a 
particular matter. In the subcategory sharing of knowledge the teachers men-
tioned sharing their knowledge of their research topic with parents, col-
leagues, friends, and a few had intentions of sharing this knowledge in the 
future, or being asked either to talk about the research or give a report to a 
principal, town administrator or other interested party. Many also mentioned 
the continuance of the research project or the methods they used in their re-
search. They had actually used the teaching method they had researched or 
intended to do so, or they were willing to continue on a project they had been 
involved in during the research. In the main category, limited or no effects on 
teaching, there were fewer expressions. The teachers reported that the poor 
results (i.e. no significant findings or unflattering test results from one 
teacher’s students) affected them to the extent that they did not see any point 
in sharing information about their research. For a few, interest had been lost 
during or after the research, and one had offered information on his research 
to city officials who funded the researched school project but indicated no 
interest in the research report. 

 
 

5.5 Summarizing Main Results 
 

Figure 4 illustrates the relationships between the theoretical concepts and the 
results of this five-part study, as well as to which studies (I–V) and which 
data the concepts and results relate. The integration of theory and practice in 
teacher education is viewed as the central, and as a specific task of teacher 
education, as well as being a focus of Study II and III. The integration, then 
again, may take place in many forms, many phases, on many levels, during 
different courses, or during a specific assignment. It is viewed to have taken 
place at all three points of the triangle shown in Figure 4.  
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Figure 4. The relationships between central concepts and results 

 
In addition, these points are interrelated; for example reflecting and research-
ing are reciprocally related to each other. Subsequently, researching may re-
sult in professional development. Furthermore, professional development 
certainly requires serious, continuing reflection on professional matters. The 
MA thesis offers a good opportunity for reflection, and this reflection be-
comes a continuous state of mind. The MA thesis also offers a phase for de-
velopment, both personal as well as professional. The workplace context is 
used and taken advantage of in the case of these participants, but this could 
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be done even more. Clearly it is beneficial for teacher students to be able to 
connect their teacher education program studies to the reality of the school 
world; this connection is useful in all stages of the education. All of this, re-
flecting, researching and professional development including the workplace 
context realizes the integration of theory and practice.  
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6 Discussion and Pedagogical Implications 
 

6.1 What Can a MA Thesis Offer to Teacher Students? 
 

As has been already noted, the MA thesis is part of teachers’ education in 
Finland. It is often viewed as a difficult and strenuous task, and sometimes 
even meaningless. However, as it clearly offers multiple perspectives and 
opportunities for development, it should be elevated to a higher status among 
students. This does not mean that the MA thesis is not highly appreciated 
now, it surely is. At the same time, however, it is possible that its full poten-
tial is not being used. If the MA thesis research would be directed more to-
wards the real everyday life of schools, pupils, and teachers, it could offer 
very practical and beneficial topics which might then serve the graduating 
teachers for a long time.  

The participants in this five-part study appreciated the practical topics of 
their MA theses, and many suggested that teachers in the field should be sur-
veyed about these topics. Thus real problems, needs, development ideas and 
experiments could be examined, and such knowledge which could benefit the 
larger educational community could be obtained. The participants also 
wished for opportunities to join research groups at the university when con-
ducting their MA thesis on a scientifically significant topic. This is clearly an 
issue which could be advanced, and thus the university would be able to pro-
vide more effectively and timely research results even for international audi-
ences as well as inspire and commit students to take up more meaningful 
research topics. Further on, this could also lead to engaging the students in 
doctoral studies. However, as the task of teacher education is to provide 
schools with teachers, I do not suggest steering teacher students into becom-
ing researchers. Nonetheless, as the results of this five-part study show, 
teachers see the usefulness of research skills and appreciate teacher research. 
So, by providing more meaningful MA thesis opportunities teacher education 
would be able to produce teacher-researchers for schools as well as guarantee 
the continuance of the research tradition in university-based academic teacher 
education.  

Naturally the MA thesis, including seminars, where participating in every 
attendee’s thesis presentation is required, as well as the methodological 
courses provided, offer students a wide range of knowledge concerning re-
search methods and methodology. This provides concrete tools for the future, 
should the teachers want to continue researching. Such knowledge is also 
extremely valuable from the point of view of evaluating current research, 
whether it be journal articles, curriculum, or auditioning in the teachers’ own 
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schools. The MA thesis research process develops the students’ critical abil-
ity. The practical use of academic writing skills is valuable in situations 
where the teachers are involved in the writing of official reports, concerning 
the curriculum, for example, or official statements regarding pupils. Thus 
they are able to produce such texts themselves, but also have the ability to 
read, understand, analyze, and criticize reports. Further, the participants indi-
cated that being responsible for the entire research project alone was benefi-
cial, since as a teacher, being responsible for the pupils, the classroom, the 
entire teaching process, is a fact. Many teachers saw an analogy between re-
searching and teacher’s work. Research, conducted as practitioner research 
on one’s own work, also has many benefits regarding personal development 
in forms of skills or knowledge, finding or implementing change in work, and 
seeing the benefits of examining one’s work as having a wide effect, even on 
a societal level. As the participants of Study V viewed it, such research may 
also function as a societal contributor. What Carr & Kemmis (1986) argue in 
proposing emancipatory action research, can be viewed to meet the justifica-
tions for MA thesis research as practitioner research of this five-part study. 
Carr & Kemmis (1986, p. 221) view that emancipatory action research is a 
uniquely educational task, since it “poses the challenge to teachers that they 
organize the educational process in their own classrooms on the same basis as 
their own professional development through critical self-reflection.” Carr & 
Kemmis’s main arguments are presented below. 

1) Emancipatory action research provides a method for testing and im-
proving educational practices, and basing the practices and procedures 
of teaching on theoretical knowledge and research organized by pro-
fessional teachers. 
• At the level of teaching and learning it provides a method by 

which teachers and students can explore and improve their own 
classroom practices.  

• At the level of curriculum, it provides a method for exploring and 
improving the practices which constitute the curriculum.  

• At the level of school organization, it provides a method for ex-
ploring and improving the practices which constitute school orga-
nization (for example, practices for the division of knowledge into 
‘subjects’, for allocation of time and staff resources of these sub-
jects, practices for assessing student learning, and practices of de-
cision-making which regulate the operation of the school through 
school policy).  

• At the level of school-community relations, action research pro-
vides a method for exploring and improving the practices which 
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constitute the school as a specialized educational institution in the 
community (for example, practices of reporting to parents, of relat-
ing ‘school knowledge’ to contemporary environmental, social, 
political and economic concerns of the community, and of involv-
ing the community in curriculum decision-making and educational 
practice).  

2)  The commitment to the well-being of its clients refers both to the 
education of students and to the educational role of the school in rela-
tion to parents and society at large. The profession has a special re-
sponsibility to promote critical reflection in society at large as well as 
a responsibility for critical self-reflection on the rationality and justice 
of its own self-educational processes. Emancipatory action research is 
one way in which the professional’s commitment to the well-being of 
its clients can be critically analyzed and extended.  

3) If the educational profession is to have a right to make judgements 
about its practices, free from external non-professional constraints, its 
members must develop their professional practice on the basis of a 
distinctively educational science. Since the practice of education is in-
trinsically political (serving some interests at the expense of others, 
distributing life-chances, and orienting students in particular ways to 
the life of society) teachers must take into account the values and in-
terests of the various client groups served by schools. (Carr & Kem-
mis, 1986, pp. 221–222.) 

 
It must be born in mind that not all the participants viewed the conducting of 
MA thesis research so positively. They stated that the research project was 
too strenuous, too difficult, or that a similar learning experience could have 
been achieved through other means, such as a book exam. Nor did all of them 
experience significant professional development, concrete benefits or other 
effects later. Therefore it is extremely important to look closely at the current 
ways of organizing the studies, and improve and develop them. We also must 
admit that each student is an individual, and as education programs are de-
signed for the masses, it is not always possible—or wise—to tailor studies to 
serve individual needs.  

The MA thesis also offers an opportunity for reflection. The students of 
Study I felt that their own, personally conducted research was a significant 
learning process. This could also be taken as a sign of being able to acquire a 
reflective attitude to the teacher’s everyday life. Wade & Yarbrough (1996) 
state very well an aspect of reflection: “As a mirror reflects a physical image, 
so does reflection as a thought process reveal to us aspects of our experience 



82 Katriina Maaranen 

that might have remained hidden had we not taken the time to consider them” 
(p. 64). The participants also mentioned their views or their self-confidence 
as a teacher being strengthened by the education in general, the literature, or 
the results of their MA thesis. Practitioner research, as with any research, 
requires significant reflection on one’s work as well as metatheoretical think-
ing. For example, in Study I many of the students indicated that their peda-
gogical thinking had developed during the research process. The students had 
been “forced” to make decisions, not concerning pedagogical situations, but 
rather on matters dealing with educational settings. Carr & Kemmis (1986, p. 
223) emphasize that the professional judgment of the teacher remains a pro-
fessional prerogative, since all decisions of educational consequence cannot 
be made by groups or committees representing the interest of all client 
groups. It is the nature of practical educational decision-making that deci-
sions must be made on the spot, and for this reason society requires profes-
sional teachers. According to them, teachers’ practical decisions should be 
informed by critical educational theorizing and research and should be guided 
by a general commitment to the well-being of clients. (Carr & Kemmis, 
1986, p. 223.) Therefore future teachers must be prepared to take responsi-
bility for their decisions, and be able to justify those decisions alone. Viewing 
MA thesis research analogically with teaching, such decisions, determina-
tions and justifications are made during the research process, and therefore 
works as preparation for future situations.  

These studies also show that in the students’ opinion it is important to 
share ideas with peers. They felt that opportunities for collective reflection 
should be provided more within the courses, practicums and research semi-
nars. As Ghaye (2006) states, reflection should not be considered only as an 
individual practice, because a such definition leaves out the possibilities of 
collective, multidisciplinary and organizational mindsets of reflective learn-
ing. Zeichner & Liston (1996) emphasize the fact that social interaction is 
important and that teachers should be encouraged to share their beliefs (p. 
76). Thus reflection should be a shared mental structuring process that takes 
place in both individual and collective settings of learning and which has a 
positive social impact on learning possibilities in the future. However, as the 
MA thesis research usually takes approximately one year to finish, and some-
times significantly more, it is a long process. Ultimately, it is also an individ-
ual assignment. It is a journey towards graduating as a qualified teacher, and 
it may also serve as a ‘rite of passage’, and a reward in itself at the end of 
demanding studies. It may also be a process of growth, during which the stu-
dent finds new personal dimensions, as the results of the Study I show.  
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Professional development is possible even during teacher education, when 
the teacher students are provided with opportunities to apply their theoretical 
knowledge to the everyday situations of school life. This can be done in 
many different ways, of which one is the MA thesis research connected 
closely with schools. When a student views real-life situations, methods, pu-
pils, etc. in his or her research, be it in any kind of school setting, during the 
practicum or during substitute teaching, or as simply a visiting observer, she 
or he is closer to their future teaching profession. This is not to claim that 
researching is the only way to achieve a realistic view of the work of a 
teacher, by no means, but it is one very respectable alternative.  

Kansanen (2007, p. 133) states that the “teacher education program has to 
be so general that it is of use also in the future, when the conception of good 
teaching, perhaps, will have developed and changed.” Therefore we can as-
sume that some of the most important knowledge and skills provided by 
teacher education are analytical (or scientific) thinking skills. These may also 
be called pedagogical thinking skills when the focus is on educational and 
pedagogical matters. Thus the aim is not to specifically educate teacher-
researchers, but rather teachers who are capable of such analysis and critical-
ness. As Schön (1983) argues, research can be viewed as practice—not re-
hearsing but rather “performance in a range of professional situations” (p. 
60). Interpretive research, defined by Carr & Kemmis (1986), seems to fit 
amazingly well with the ideology presented here, as well as how the partici-
pants of this five-part study have defined and justified practitioner research. 

Interpretive research sees education as a lived experience for those involved in 
educational processes and institutions. Its form of reasoning is practical; it aims to 
transform the consciousness of practitioners and by so doing, aims to give them 
grounds upon which to decide how to change themselves. Its interest is in trans-
forming education by education practitioners; it assumes a relationship between 
researchers and practitioners in which rational persuasion is the only active force 
and in which practitioners are free to make up their own minds about how to 
change their practices in the light of their informed practical deliberation. Its view 
of policy is sceptical, since it trusts to the wisdom of practitioners rather than the 
regulatory power of institutionalized educational reform. It envisages a liberal and 
educative, rather than managerial and prescriptive, alliance between researchers, 
practitioners and policy-makers in which the wise policy is one which expresses 
general agreements and restricts professional judgement as little as possible. (Carr 
& Kemmis, 1986, p. 219.) 

 
The benefits of research conducted in close connection with schools (practi-
cum schools or otherwise) are many. The schools gain knowledge for their 
own purposes when a student conducts research on their school. The schools 
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could even ‘order’ research from the university for their specific purposes. 
This certainly would strengthen the relationships between academics and 
schools, which could then lead into more cooperation. The ability to think 
analytically and to reflect is most likely to carry over from teacher education 
to future work as teachers. Thus it is also possible that an inquiring attitude 
and the desire to research could continue in the future profession.  

As Dewey (in Biesta & Burbules, 2003, p. 106) pointed out, the world of 
science and the world of common sense should not be understood as compet-
ing worlds with each other. Nor should the universities stand separate from 
the surrounding world. Educational research should deal with practical issues 
already at the undergraduate stage. It is necessary to use endless arsenal of 
new research topics concerning schools and teachers, as well as the reserve of 
undergraduate students who ‘must,’ anyhow, conduct their MA thesis. 

 
 

6.2 Integrating Working and Studying  
 

Tynjälä et al. (2003, p. 159) suggest that interaction and collaboration be-
tween higher education and working life should be examined from four dif-
ferent perspectives: 1) student learning and the development of expertise, 2) 
educational institutes and staff, 3) organisations and employers in working 
life, and 4) society and the system of education. In what follows, these per-
spectives are examined more closely. 

Firstly, from the students’ viewpoint, the interaction and collaboration be-
tween teacher education and work (i.e. schools), most obviously takes place 
in the practicums. However in Finland, substitute teaching as an officially 
unqualified teacher is an everyday reality, even though in many countries it is 
not. Therefore many teacher students have experience of teaching prior to 
teacher education. Many also substitute teach during their studies, for eco-
nomic reasons, and also because many future employers appreciate already 
having experience. This experience would be worth using in teacher educa-
tion. Taking students’ experience into account in teacher education could be 
and already has been realized in different ways. For example, in the multi-
mode teacher education program, students were able to use their experience 
in assignments, class discussions, and reflection (Krokfors, et al., 2006). The 
suggestion to take advantage of students’ experience does not mean that the 
students are encouraged to work as teachers at the same time as they study. 
This would naturally causes difficulties as regards class schedules and attend-
ing course work. Nevertheless, the experience of some students could be 
shared collectively in classes, and such experience could be used in course 
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assignments. As Boud & Walker (1991, p. 10), state, the challenge, in this 
case for teacher education, is to find ways in which the process of learning 
from experience is conceptualized and used to guide teacher students and 
others through the work. Taking experience into account could also be con-
sidered through the concepts of formal and informal learning (e.g. Marsick 
and Watkins, 1990). Lohman (2006, p. 144) views that teachers’ informal 
learning includes exchanging knowledge with colleagues, experimenting with 
new ideas, and environmental scanning, in which teachers independently scan 
and gather information from outside the school. Informal learning may be 
unintentional, but may take place in an informal setting, for example, learn-
ing a teacher’s work prior to (teacher) education. Formal learning, on the 
other hand, is intended learning at an institution, this also may be very well 
connected with schools or other workplaces. This will be elaborated further. 
Research-based teacher education seems to be able to integrate theory and 
practice, at least to some degree. Conversely, the different studies presented 
here produced somewhat controversial results. In Study III, most of the par-
ticipants stated that the best integration was achieved in courses that deal 
with the didactics of the school subjects, and in Study II the participants were 
able to integrate theoretical studies with their teaching work, and vice versa. 
However in Study III, this theory-practice integration did not seem to have 
taken place for most of the respondents in the MA thesis research project. 
This seems peculiar since the respondents claimed to have benefited from 
their research, and because their thesis topics were mostly derived from prac-
tice. Conversely, in Study I the participants wrote about the connection of 
theory and practice. This contradiction seems to indicate a question of inter-
pretation or conceptualization. It is possible that the Study III participants did 
not conceptualize researching as having a link to practical teaching matters, 
or they viewed practice only as an action. If teachers see their work as prob-
lematic, they are most likely to reflect on or inquire about it, make changes in 
their ways of working, and therefore develop as professionals. They have the 
means to find answers from the literature, to reflect individually and collec-
tively, and possibly reach the retheorizing and reformulating level of reflec-
tion (Griffits & Tann, 1992). Tynjälä, et al. (2003) emphasize the importance 
of providing students with opportunities to conceptualize and reflect on work 
experiences: 

Thus, the pedagogical key question in the collaboration of education and work is 
how to build a firm connection between theory and practice or science and work. 
Furthermore, the development of students’ reflective and meta-cognitive skills 
should also be integrated with work and learning. Teachers are challenged to 
guide work-based learning so that the students are required to conceptualise and 
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reflect on their work experiences and examine them in the light of theoretical 
knowledge and, correspondingly, to examine theoretical knowledge in the light of 
practical work. (Tynjälä, et al., 2003, p. 155.) 

 
Secondly, from the viewpoint of teacher education as an institution and 
teacher educators as staff of the institution, the interaction and collaboration 
with work, i.e. schools, can be enhanced in many ways. One way of integrat-
ing theory and practice is the Bachelor’s and Master’s theses research, as has 
been mentioned many times, but this needs to be spelled out to the teacher 
students. Teacher education needs to make the ideology of two-fold practice 
more clear to students, and break from the old-fashioned ideology of practice 
being only teaching practice. It is clear that in this kind of research task, the 
students need to read vast amounts of theoretical literature and find appropri-
ate ways to implement this in practice, in other words, to find suitable re-
search problems. This way they need to analyze real-life problems from a 
theoretical point of view. If the MA thesis (as well as BA thesis) were viewed 
as providing an educational understanding of matters connected to teaching 
and schools, it could be valued as a significant turning point in a teacher’s 
professional development. Further, the benefits to teacher education and edu-
cators of this interaction and collaboration between schools are also signifi-
cant. Teacher educators must be closely connected with schools and the eve-
ryday life of teachers and pupils. With close collaboration the teacher educa-
tors will be the recipients of valuable knowledge.  

Thirdly, from the viewpoint of organizations and employers in working 
life, the universities should encourage the schools to establish an inquiring 
and developing attitude. By providing student teachers with meaningful re-
search topics and contexts, the interests of the university, the student, and the 
school can become collective. The school community in which such research 
is carried out may also gain from the student’s research new theoretical 
knowledge besides the actual research results. Further, in the case of develop-
ing realistic teacher education in Norway, Haugaløkken & Ramberg (2007, p. 
68) emphasize the importance of motivating “students to carry out classroom 
research in relation to their own teaching, and participate in research and de-
velopment work in the school together with colleagues.” Students who work 
at the same time as they study should be encouraged to make the most of 
their studies. They should be given possibilities to conduct course work di-
rectly linked to their own teaching, pupils, or school settings. They could link 
their colleagues or management more closely to their studies, when and if 
that would be possible. Retallick (1999, p. 35) views that the idea of school 
as an educative workplace for teachers represents a considerable advance in 
thinking about teachers’ work. To some extent this has been realized: for 
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example Krokfors et al. (2006) reported on finding pedagogical tools for their 
work, as well as pedagogical thinking being developed while working and 
studying. Schultz & Hall (2004, p. 260) state that in general, inquiry is a uni-
versity rather than school priority. While schools focus on socialization, 
knowledge transfer and personal development, universities are concerned 
with knowledge creation (Schultz & Hall 2004, p. 261). 

Fourthly, the significance for the society and the education system of 
interaction and collaboration between teacher education and schools means 
placing teacher education at the heart of society. What is done or not done in 
teacher education has long-term effects. Luckily, pre-service education is not 
the only way to affect teaching: continuing professional development plays a 
major role also. Nevertheless, pre-service education is indisputably import-
ant, and therefore major (political) contribution for it must remain. Moreover, 
teacher attrition is also a reality in Finland. During economic booms it in-
creases when teachers receive well-paid jobs elsewhere, and during reces-
sions attrition decreases, as the job market is depressed. Other reasons for 
attrition are the increasing amount of work outside teaching, the increased 
amount of pupils in need of special education, too large groups or pupils, and 
the continuing flood of new information. A realistic picture of the work of a 
teacher should be made available for teacher students during teacher educa-
tion studies. Kosunen & Mikkola (2002) state that teacher education should 
be anchored to the reality of teaching, and that a systematic approach which 
interlinks teachers’ initial and continuing education more closely is needed. 
The development of MA thesis research more towards practitioner research 
could serve as one kind of systematic approach. Finnish teacher education 
has approximately five years in which to do this with each student. Close 
relationships with schools, and the maximal integration of working and 
studying are means to achieve this gradually and gently. Motivation for 
teaching, which is extremely high in most cases, may not be enough to carry 
the newly graduated students through the most difficult first years of teach-
ing, which Huberman (1989) calls ‘survival.’ Naturally, I admit that teacher 
education cannot, and should not, try to prepare teacher students for every-
thing they might encounter when entering the profession. That is an impos-
sible task, and that is why we have pedagogical thinking, reflection, and re-
searching skills, among many other things in the teacher students’ curricu-
lum. However, it most definitely would not hurt to help teacher students in as 
many ways as possible we can to view their future profession as well as 
working community and environment realistically.  
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6.3 Limitations of the Study 
 

Teddlie & Tashakkori (2003, p. 13) suggest that in mixed methodology re-
search, the terms associated with validity should be replaced by term ‘infer-
ence.’ They suggest that the term ‘inference quality’ be used to assess the 
accuracy obtained from mixed methods studies. The term indicates both the 
internal validity and credibility of a study (p. 40). Teddlie and Tashakkori 
(2003, pp. 40–41) suggest four dimensions for the evaluation of a mixed met-
hods study: a) within-design consistency, b) conceptual consistency, c) inter-
pretive agreement (or consistency), and d) interpretive distinctness. These 
dimensions are now considered in relation to the studies presented here. 

Within-design consistency is the consistency of the procedures/design of 
the study from which the inferences emerged. The design of the present re-
search is consistent with the research questions or the purpose of the research. 
The design follows a plan of researching the features of the theory-practice 
relationship in the context of teacher education. It is stated many times that 
the samples are small, but the aim has been to put forward my observations 
as clearly as possible. The data analysis techniques, however, can be 
criticized for not being sophisticated enough to provide answers to the spe-
cific research questions. Once again, the sample sizes have limited the tech-
niques, and different analytical methods could have been used. However, the 
data analysis techniques are appropriate for the research questions, although 
there is no denying that other methods could have produced the same results. 
The results of the qualitative parts of the studies have been demonstrated by 
using quotations and simplified expressions. The magnitude of effect in the 
quantitative parts can be questioned, due to the small sample sizes. However, 
keeping in mind that these studies present the conceptions of a certain group 
of people, it can be said that they have the necessary strength to warrant the 
conclusions. In addition, the explanations and theories are consistent with the 
results as well as with the research questions.  

The conceptual consistency dimension consists of the degree to which the 
inferences are consistent with each other and with the known state of know-
ledge and theory. It incorporates explanation credibility and credible results 
audits from qualitative research. Since the design of the studies was com-
posed so that the different aspects of the research would complement and 
support each other, it is my opinion that the different aspects are consistent, 
and that the final inference, i.e. the summarizing of the results, is consistent 
with the different strands of the studies. The results and the conclusions 
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drawn are also related to the current literature, which further supports the 
consistency of the inferences. 

Interpretive agreement (or consistency) is the consistency of interpreta-
tions across individuals (e.g. consistency among scholars, consistency in 
terms of participants’ construction of reality). The results and the conclusions 
of these studies are very context-bound, due to the specialty of research-
based teacher education, and the fact that in Finland it is possible to work as 
an unqualified teacher before or during studies, as well as, to the specialty of 
the MA thesis as an integral part of the teacher studies. Thus relatively little 
literature is directly applicable to these cases. However, related literature ex-
ists, and this has been taken into account when interpreting the results. Also 
the review process, which these case studies, presented as independent jour-
nal articles, have gone through, has verified that those reviewers have taken 
the view that the inferences are the most defensible interpretation of the re-
sults. 

Interpretive distinctiveness includes the degree to which the inferences 
are distinctively different from other possible interpretations of the results, 
and means that the rival explanations are ruled out (eliminated). The interpre-
tations of these results have been considered from many sides. Nevertheless, 
as an insider in terms of the particular context as well as part of teacher edu-
cation staff, I have relied on my experience of being able to distinguish the 
inferences. However, Lincoln & Guba (2000, p. 181) view “objectivity as a 
chimera: a mythological creature that never existed, save in the imaginations 
of those who believe that knowing can be separated from the knower.” If this 
view is accepted, we must recognize the fact that purely objective research is 
impossible to conduct. We always bring our own values, biases and preju-
dices with us wherever we go or whatever we do. However, as stated in the 
Introduction, researchers should make their preferences clear (Miles & Hu-
berman, 1994). This I have aimed to do in the present research, and my ob-
jectivity thus needs to be understood in relation to these inclinations. Within 
these limits, I have not been able to define other explanations of the findings. 

Inference transferability refers to generalizability or the applicability of 
inferences obtained in a study to other individuals or entities, other settings or 
situations, other time periods, and other methods of observation/measure-
ment. It subsumes the quantitative terms external validity and generalizability 
as well as the qualitative term transferability. (Tashakkori & Teddlie, 2003, 
p. 710.) According to Tashakkori & Teddlie (1998; also Teddlie & Tashak-
kori, 2003) transferability is relative, which means that no research inference 
in the social and behavioral sciences is fully transferable to all settings, popu-
lations or time periods. The interviewed teachers were specially selected, 
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being those who had conducted their MA thesis about their work as teachers, 
and thus, it is possible that they perceived the compulsory research more 
positively than the other teacher students. It is common knowledge that many 
students view the MA thesis as a strenuous and difficult project, and that they 
may have very negative feelings towards it. Therefore the results of this re-
search should be viewed collectively as an exemplar of how course work, 
such as the MA thesis, may become a practical, useful tool of learning and 
professional development in (pre-service) teacher education, and as indicative 
of what directions these studies could be developed in. Thus from the point of 
view of transferability, the results are very limitedly transferable.  

Although Teddlie & Tashakkori (2003, p. 12) suggest that in mixed 
method research the term validity ought to be replaced by inference quality, 
and Onwuegbuzie & Johnson (2006, p. 55) suggest the use of legitimation, 
such inevitably necessary aspects of validity exist, and these are presented 
here. For example, Lincoln & Guba (2000, p. 178) state that “[o]ne of the 
issues around validity is the conflation between method and interpretation.” 
Although we may view that some methods are more suitable for certain re-
search types, according to Lincoln & Guba (2000, p. 178) “no one would 
argue that a single method—or collection of methods—is the royal road to 
ultimate knowledge.” The data of the studies here has been versatile, and thus 
various methods have also been employed. I acknowledge that the issues of 
these studies could have been researched by collecting different data, and 
using different approaches and analysis methods. Still, the data and methods 
used in these studies have provided interesting findings, and the smallness of 
each sample has been complemented by other data. The methods used, how-
ever, are naturally subject to criticism. As well, the studies’ samples were 
fairly small, as stated earlier. Therefore on must be careful to generalize the 
results. Most likely the studies reveal trends that can be considered represen-
tative of teacher students, but still one must be cautious about generalizing. 
Thus this five-part study should be viewed as a specific series of cases of 
Finnish research-based teacher education. The purpose was not to provide a 
full coverage of it, but rather more precise insights into it. As Lincoln & Gu-
ba (2000, p. 178) state, it is not merely method that may deliver the truth, it is 
also the processes of interpretation. In analyzing qualitative material, it is 
possible for the researcher to misunderstand or over-interpret. In this case, 
with the essays, there was no possibility for member checking: in other 
words, I had to take the statements of the participants as they were, and as I 
understood them. Since I have gone through nearly the same education as the 
participants, and similarly completed my own MA thesis not too long ago, I 
was perceived as having quite adequate understanding as a peer, concerning 
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the experiences of these essay writers. In all qualitative research there is a 
risk that the researcher cannot be completely objective, or neutral. This risk 
exists here too, although I, as a researcher, have attempted to be as objective 
as possible and to present the respondents’ statements truthfully and as I have 
perceived them. Still, there is also the risk that the researcher has not under-
stood what the respondents meant. This can be avoided by member checking. 
However, as the questions here were mainly very practical and down-to-
earth, and I, as an interviewer, was able to check my understanding in the 
interview situation, member checking was not used. More of a realistic risk 
concerning the trustworthiness of this research is the truthfulness of the re-
spondents. It is nearly impossible to determine whether the respondents re-
plied truthfully to the questions, or wrote truthful feelings in the essays, the 
only verifying device being the consistency and logic of the answers. Since, 
as the interviewer, I represented the university personnel, it is possible that 
the respondents glossed over their negative experiences. However, since I 
emphasized their anonymity, was not for them in a teaching position, and 
since most of the teachers had already graduated from the university, there 
should not have been any great risk of my position influencing their willing-
ness to answer truthfully.  

The theme interviews were designed for finding the selected group of 
teachers’ explicit conceptions of. The interviews were relatively limited in 
their outcome. Even though the purpose was not to discover deep meanings, 
the questions concerning action, in particular, could and perhaps should have 
been researched differently. For instance, questions relating to the practice of 
reflection would have achieved more reliable results, if this were researched 
using observation, stimulated recall method or journaling. However, as stated 
above, the conceptions were the focus of interest in this five-part study.  

The data was translated from Finnish to English. The translation was done 
by me alone, as closely preserving the original style and word choices as was 
possible. However, it is possible that some Finnish nuances did not find equi-
valents in English, and that something was lost in translation. This is an issue 
to which there is hardly a solution. When Finns wish to make their work 
available to international audiences, translation is an inevitable step at some 
point of the research. Nonetheless, in this research, the core of the meaning 
was most important and in my opinion, I succeeded in preserving it in the 
English translation. Furthermore, it is also possible that due to specific Fin-
nish contexts, some issues may be less clear to international readers. 

With the quantitative data, the problems also related to the fact that the 
samples were very small. In Survey II, due to the data size, it was impossible 
to conduct any real statistical analysis, and therefore, only the descriptive 
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statistics were examined. In Survey I the sample was also small, but allowed 
for the use of factor analysis as well as examining the descriptive statistics. In 
addition to the previously mentioned reasons, and as the quantitative data 
worked in both studies (II and III) as additional data together with qualitative 
data, I felt that full reliability calculations were unnecessary. Still, the data 
must be considered as representing and exemplifying certain groups of peo-
ple. Further, the usage of mixed methods in the series of studies provides a 
fuller view of certain accounts. However, this kind of approach has also been 
criticized. Still, as I adopted a pragmatic viewpoint for the research, I justify 
the combination and mixture of methods by this. The research has been a 
series of studies, leading from one to the next, each providing something new 
and applicable to the next. The methods complement each other and offer a 
wide perspective on the issues.  

Although Feldman’s (2003, pp. 27–28) suggestions are aimed at ways to 
increase validity in self-studies, I view them valuable also for any other type 
of research. The following ways are slight modifications that suit other types 
of research: 1) Provide a clear and detailed description of how data was col-
lected and make explicit what counts as data in the work, as well as provide 
the details of the research methods used; 2) Provide a clear and detailed de-
scription of how the representation of the data was constructed; 3) Extend 
triangulation beyond multiple sources of data to include explorations of 
multiple ways to represent the same study; multiple presentations that support 
and challenge one another can add to the reasons to believe and trust the 
study. (Feldman, 2003). In this research, I have aimed to adhere to these 
points and make them as clear as possible in order to increase its validity. 

According to Lincoln & Guba (2000, p. 178) validity points to questions 
that the research must be able to answer. 1) “Are these findings sufficiently 
authentic (isomorphic to some reality, trustworthy, related to the way others 
construct their social worlds) that I may trust myself in acting on their impli-
cations?” and 2) “would I feel sufficiently secure about these findings to con-
struct social policy or legislation based on them?” To the first question my 
answer is yes, these findings are sufficiently authentic, and yes, I may trust 
myself in acting on their implications. To the second question I must answer 
more cautiously: these findings are based on such small samples, which rep-
resent mainly a selected group of people, that it would be too daring to con-
struct social policy based on them. Nonetheless, the findings indicate a trend, 
and a direction that policy could take.  

Referring to Teddlie & Tashakkori (2003), Onwuegbuzie & Johnson 
(2006, p. 56) state that legitimation in mixed methods studies should be seen 
as a continuous process, rather than as a fixed quality of a specific study, and 
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that inference closure (i.e., being able to make definitive statements about the 
quality of inferences made) might never be fully reached within a particular 
study or a series of systematically linked studies. Therefore we must view all 
research through a critical lens, to view it as representative of some cases, 
some participants, at some times. Naturally, all research should aim to draw 
the best possible conclusions within the acknowledged and revealed limita-
tions, as has been the aim of the research here. 

Zeichner (2007) warns that typically small-scale studies which are often 
set within a local teacher education program are difficult in terms of accumu-
lating knowledge across the individual studies in order to influence policy-
makers, the broader research community and other teacher education practi-
tioners. Zeichner (2007, p. 43) rejects “the dualism of research either contri-
buting to greater theoretical understanding about an area or to the improve-
ment of practice” and argues “that self-study research in teacher education 
should contribute to the improvement of teacher education practice and to our 
broader knowledge about particular questions of significance to teacher edu-
cators and policy makers.”  

 
 

6.4 Future Perspectives 
 

Academic teacher education in Finland has had thirty years of development. 
Before being transfered to the universities the education program was semi-
nar-based. Over these thirty years teacher education has evolved consider-
ably. In the today’s form it is theory-driven, as it is research-oriented and 
produces Master’s level education, including a demanding MA thesis. How-
ever, along with this developmental line of academization, a decrease of the 
role of practice is clearly evident. Study has become all the more theoretical, 
while practical training in the form of study modules, as well as practical 
integrations within study components have decreased.  

Perhaps the overemphasizing of higher education, science, and profes-
sionalism has reached its saturation point. As well, perhaps we can acknow-
ledge the fact that the teacher—with this education—is a professional. Per-
haps we could also be sufficiently self-confident that we could acknowledge 
the fact that practice, in its many forms, does not lessen the academic status 
of our teacher education.  

Integrating theory and practice more closely, could shorten the step from 
teacher education to actual work. More permanent learning could also result 
if students were able to connect, apply and use theoretical knowledge in prac-
tice. 
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One suggestion on how to realize this is to establish so-called tripartite re-
search groups. Represented in them would be the academic community, the 
teacher students as Master’s theses researchers, and the school community. 
The school community could either provide research topics, research contexts 
or data, or participate as collaborative researchers. Individual schools, school 
districts, or counties could also order research, focused on topics where they 
need more information. Providing research topics for MA theses is a common 
custom for example in the fields of economics and engineering, but is a 
clearly not common in the field of education. In tripartite research groups all 
parties would be beneficiaries. Teacher students would have possibilities to 
join research groups and conduct socially and scientifically relevant research. 
Academics would gain invaluable contacts with schools and through these 
contacts to acquire more sensitivity with regards to the changes continuously 
taking place in the school world. The schools would gain information on the 
form of research in their own contexts, and individual teachers would have 
the possibility of joining in collaborative projects and research with academ-
ics. This could also be considered a way of continuing the professional de-
velopment of teachers and principals. 

Thus, future research should, for one thing, concentrate on the develop-
ment and practical use of MA thesis research. If the development to use more 
practical topics should be initiated, this development line should also be re-
searched carefully. The research should focus on the effects on the teacher 
educators, the effects on the students, as well as on the effects on the schools. 
If MA thesis research were to be developed towards bringing schools more 
into the MA thesis research process, as well as other aspects of teacher edu-
cation, the effects of such engagement, interaction and collaboration would 
be very much worth studying. An important issue is finding the ways of using 
teacher students’ previous experience in teacher education, as well as finding 
ways to take advantage of the teacher student’s workplace, when she or he 
has one.  

In addition, more intense research on reflection would be beneficial. 
Ways to promote reflection at the education stage should be sought. Further 
on, the actual reflection processes should be researched in actual situations, 
using intense methods. The use of scientific or analytic thinking in teachers’ 
work should also be researched, as well as whether there exists a distinction 
between reflection and analytic thinking. In addition, it would be beneficial if 
the student teachers’ personal (practical) theories were elicited, supported and 
advanced even further during teacher education. This could serve as a signifi-
cant resource in future work. 
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All in all, the most serious issue currently is how to provide future teach-
ers with such skills and knowledge with which they are willing and able to 
continue their work as teachers for a long time. In today’s fast-changing 
world, where the well-being of pupils and teachers is uncertain, it is essential 
that teachers be sufficiently prepared as well as supported so that they can 
provide the best teaching and caring to children and adolescents, and be able 
to look after themselves, as well.  
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Appendix A: Interview I Fall 2005 
 
Inductive-Intuitive 
 
Describe how you have learned teacher’s work as you have been a substitute teacher. 
 
How have you resolved situations which you had not had previous knowledge of? 
 
There is a saying: ‘learning by doing.’ Has this occured in your case, and if so, how?  
 
Have you been eager to try new things(trial and error) or have you played it as safe as 
possible? 
 
Deductive - Intuitive 
 
How much has the school (management, colleagues, school habits, atmosphere) de-
fined the way you have conducted your work? 
 
What kind of framework has the curriculum, textbooks, teachers’ guides and other 
such materials offered for your work? 
 
Has the school (management, colleagues etc.) deliberately helped you to learn teach-
ers’ work? Have you some how been trained? 
 
Inductive - Rational  
 
Have you systematically built yourself a ‘theory’ of teaching and teacher’s work dur-
ing your substitution year(s)? If so, how? 
 
How have you educated (courses etc.) yourself during your substitution year(s)? 
 
Have you read the professional literature? 
 
Deductive - Rational 
 
How have the previously discussed issues changed after you began you teacher educa-
tion studies? 
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Appendix B Survey I Spring 2005 
 

I46 A research-based approach shows in my teaching well. 1 2 3 4 5 6 7 
I47 My work in the classroom has changed because of teacher educa-
tion.  1 2 3 4 5 6 7 

I48 Too much pressure comes from the integration of theory and prac-
tice in teacher education. 1 2 3 4 5 6 7 

I49 There isn’t enough time to apply matters learned in teacher educa-
tion to work. 1 2 3 4 5 6 7 

I50 So many ideas are presented in teacher education that I don’t have 
time to experiment with them all.  1 2 3 4 5 6 7 

I51 Taking advantage of teacher studies has increased during my educa-
tion. 1 2 3 4 5 6 7 

I52 Theory and practice are well integrated in teacher education. 1 2 3 4 5 6 7 
I53 The multimode teacher education program supports my efforts 
while I set more demanding goals for classroom work as my theoretical 
knowledge increases. 

1 2 3 4 5 6 7 

I54 Participating in a teacher education program has increased my self-
confidence as a teacher. 1 2 3 4 5 6 7 

I55 It is important that the subject didactic practicum is conducted in 
practice schools. 1 2 3 4 5 6 7 

I56 It is important that the final practicum be different from daily class-
room teaching. 1 2 3 4 5 6 7 

I57 In teacher education there is a lot of discussion about matters deal-
ing with work as a teacher. 1 2 3 4 5 6 7 

I58 My experience is being taken into account in teacher education. 1 2 3 4 5 6 7 
I59 There is enough discussion about the assignments done in my own 
classroom. 1 2 3 4 5 6 7 

I60 Due to teacher education, I now reflect on my work more theoreti-
cally than before. 1 2 3 4 5 6 7 

I61 Experience as a teacher has prevented me from having an inquiring 
attitude towards teaching. 1 2 3 4 5 6 7 

I62 My colleagues have tried to benefit from the knowledge I have 
learned in teacher education. 1 2 3 4 5 6 7 

I63 The school management has aided me in sharing with my col-
leagues the knowledge I have learned in teacher education. 1 2 3 4 5 6 7 

I64 I have shared with my colleagues the new knowledge I learned in 
teacher education. 1 2 3 4 5 6 7 

I65 I have shared my knowledge with the school management. 1 2 3 4 5 6 7 
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Appendix C Survey II Spring 2007 
 

T5 I found my topic from my classroom. 1 2 3 4 5 
T6 I found my topic from the school world. 1 2 3 4 5 
T7 I found my topic from the teaching practicum. 1 2 3 4 5 
T8 My topic was the same as in my proseminar paper. 1 2 3 4 5 
T9 I found my topic from literature. 1 2 3 4 5 
T10 Specifying the research questions was easy. 1 2 3 4 5 
T11 My research questions changed several times. 1 2 3 4 5 
T12 I chose the topic in order to benefit from it. 1 2 3 4 5 
T13 I chose the topic because I became interested in the literature. 1 2 3 4 5 
T14 I chose the topic because it was familiar to me. 1 2 3 4 5 
P15 I learned researching. 1 2 3 4 5 
P16 I am now capable of conducting research. 1 2 3 4 5 
P17 I felt that during the research process I grew as a person. 1 2 3 4 5 
P18 I learned new aspects of myself during the research process 1 2 3 4 5 
P19 Conducting research was inspiring. 1 2 3 4 5 
P20 During the research process I gained educational knowledge 1 2 3 4 5 
P21 During the research process I gained methodological knowledge. 1 2 3 4 5 
P22 The research process was useful. 1 2 3 4 5 
P23 The research results were useful to me. 1 2 3 4 5 
P24 Studying research methodology was useful. 1 2 3 4 5 
G25 I received enough instruction in research methodology. 1 2 3 4 5 
G26 I received enough guidance while conducting my research. 1 2 3 4 5 
G27 I received peer support from my colleagues. 1 2 3 4 5 
G28 I received concrete support from my work. 1 2 3 4 5 
A29 The aim of my research was to create an operational model for real use. 1 2 3 4 5 
A30 The aim of my research was to produce knowledge which would be 
useful for the school community. 1 2 3 4 5 

A31 The aim of my research was to develop my teaching. 1 2 3 4 5 
A32 The aim of my research was to find objects for development. 1 2 3 4 5 
A33 The aim of my research was to gather information about my pupils 
and/or their learning. 1 2 3 4 5 

A34 The aim of my research was to test a new operational model (i.e. teach-
ing method). 1 2 3 4 5 
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Appendix D Interview II Fall 2007 
 
A) Background 

How long have you worked as a teacher before teacher education and dur-
ing it? 
What was the title of your Master’s thesis? 

B) Conducting research 
Would you tell me about you research topic and why you chose it? 
What were your research problems and how did you come up with them?  
How meaningful was the research for you?  
What was the aim of you research? (Developing your own work, serving the 
community etc.)  
What did it feel like to research your own work? Did you experience ethical 
problems while conducting your work? 

C) Research seminars 
How did the research seminars or supervision advance your research? 
Do you recall any moment where your thinking changed due to discussion 
at a seminar? 

D) Teacher researcher / reflective teacher 
What is a reflective teacher like? What about teacher-researcher? (Is there a 
difference between the two?) 
How much do you reflect on your beliefs, conceptions or experiences with 
you colleagues? 
How much do you think or inquire about you own work? What kind of mat-
ters? 

E) Professional development 
Has the conducting of MA thesis research served you from the point of view 
of professional development during the process or after it? 
How have you made use of the research literature in your work as a teacher? 
What kind of research literature do you use or would like to use in your 
work? 

F) Autonomy 
What kind of benefits, and for whom does researching the work of a teacher 
may be? 
Have you conducted research (or thought about it) on your own work? 
Have you been able to make use of the knowledge or skills learned during 
the MA thesis process? 

G) Developing further 
If you think about the process of MA thesis research, in what ways do you 
think that going through this kind of process is useful for a primary school 
teacher student? 
How could the MA thesis research work be developed to better serve 
teacher students? 
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