
 

Helsinki 2006 

 
 
 
 
 
 
 

Tacit Pedagogical Knowing 

At the Core of Teacher’s Professionality 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



Research Report 276 

Helsinki 2006 

 
 
 
 
 
 
 
 
 
 
 
Auli Toom 
 
 
 
Tacit Pedagogical Knowing 

At the Core of Teacher’s Professionality 
 
 
 
 
 
 
 
Academic Dissertation to be publicly discussed, by due 
permission of the Faculty of Behavioural Sciences at the 
University of Helsinki, in Auditorium 1, Siltavuorenpenger 
10, on December 20th, 2006, at 12 o’clock 
 
 
 
 
 
 
 
 
 
 
 
 



 
 
 
Supervisors: 
 Professor 
 Matti Meri 
 University of Helsinki 
 
 Professor 
 Jukka Husu 
 University of Helsinki 
 
Assessors: Professor 
 Kari Niinistö 
 University of Turku 

 Professor 
 Eija Syrjäläinen 
 University of Tampere 
 
 
 
 
 
 

Custos: Professor 
 Matti Meri 
 University of Helsinki 
 
Opponent: Professor 
 Kirsi Tirri 

 University of Helsinki 
 
 
 
 
 
 
 
 
 
 
 

ISBN 952-10-2995-1 (Nid.) 
ISBN 952-10-2996-X (Pdf) 

ISSN 1795-2158 
Yliopistopaino 

2006



UNIVERSITY OF HELSINKI 
Faculty of Behavioural Sciences 
Department of Applied Sciences of Education 
Research Report 276 
 
 

 

Auli Toom 
Tacit Pedagogical Knowing: At the Core of Teacher’s Professionality 

 

 
 
Abstract 
 
The purpose of this research was to examine class teachers’ interactive pedagogical thinking and 
actions, in other words their tacit pedagogical knowing. Tacit pedagogical knowing was defined 
as a process in interactive teaching situation, through which a teacher finds solutions to surpris-
ing and challenging situations, pedagogical moments, so that the lesson continues. Teachers are 
able to describe their tacit pedagogical knowing afterwards and also find some reasons for it as 
well. More specifically, the aim was to study, 1) how a class teacher’s tacit pedagogical knowing 
appears in the teacher’s actions, and 2) what kinds of contents are included in class teacher’s 
tacit pedagogical knowing. 

The research material was gathered from four class teachers by videotaping their lessons and 
by stimulated recall interviews. In addition to this, the researcher spent a relatively long time in 
the research participants’ classrooms. She conducted initial interviews and orientating observa-
tions by means of participant observation in order to get to know the participants and their con-
texts better. A phenomenologically oriented approach, which proceeded by following abductive 
logic, was used in the analysis procedures of the videotaped and stimulated recall data. In addi-
tion to this, correlation examinations were used in the validation of stimulated recall data analy-
ses. The appearance of the tacit pedagogical knowing was observed in the videotaped data. The 
contents of tacit pedagogical knowing were defined by the analyses of stimulated recall data. 

According to the research results, a class teacher’s tacit pedagogical knowing appears in the 
maintenance of the pedagogical relation, the teacher’s relation to content, and the didactical 
relation. The contents of class teacher’s tacit pedagogical knowing were many-sided. The main-
tenance of the pedagogical relation, the teacher’s relation to content, and the didactical relation 
were elements of the contents as well. In addition to these, the maintenance of teacher’s peda-
gogical authority, the maintenance of the student’s role or pedagogical authority, and the aware-
ness of the nature of the content of instruction are included in the contents of teacher’s tacit 
pedagogical knowing. The phenomenon of tacit pedagogical knowing was observed to be clearly 
a process-like and relational phenomenon. 

Based on the research results, a model of teacher’s tacit pedagogical knowing was devel-
oped. Using the model, it is possible to illustrate the factors that are at the core of teacher’s pro-
fessionality. This model could be used in the context of teacher education, supervision, or in-
service training. 
 
 

 

Keywords: teacher’s knowledge, teacher’s pedagogical thinking, tacit knowledge, tacit knowing, 
teacher’s professionality 
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Tiivistelmä 
 
Tutkimus kohdistui luokanopettajien interaktiiviseen pedagogiseen ajatteluun ja toimintaan, 
toisin sanoen hiljaiseen pedagogiseen tietämiseen. Hiljainen pedagoginen tietäminen määriteltiin 
interaktiivisessa opetustilanteessa ilmeneväksi prosessiksi, jonka myötä opettaja löytää ratkaisuja 
yllättäviin ja haasteellisiin tilanteisiin, pedagogisiin hetkiin, siten että oppitunti etenee. Opettaja 
kykenee kuvailemaan hiljaista pedagogista tietämistään jälkikäteen sekä esittämään sille myös 
perustelujaan. Täsmällisemmin tutkimuksessa etsittiin vastauksia kahteen tutkimuskysymykseen: 
1) miten hiljainen pedagoginen tietäminen ilmenee opettajan toiminnassa? 2) millaisia sisältöjä 
luokanopettajan hiljaiseen pedagogiseen tietämiseen sisältyy? 

Tutkimusaineisto kerättiin neljältä luokanopettajalta videoimalla heidän oppituntejaan sekä 
haastattelemalla heitä stimulated recall haastattelun keinoin. Tutkija oli tutkimushenkilöiden luo-
kissa pitkähkön ajan, ja suoritti alkuhaastatteluita sekä orientoivaa observointia osallistuvan ha-
vainnoinnin keinoin, jotta tutustuisi syvällisemmin tutkimushenkilöihin sekä heidän kontekstei-
hinsa. Sekä videoidun tutkimusmateriaalin että stimulated recall -haastattelumateriaalin analyy-
seissa sovellettiin fenomenologisesti värittynyttä, abduktiivisen päättelyn mukaisesti etenevää 
analyysitapaa. Lisäksi stimulated recall -aineistojen analyyseille suoritettiin korrelaatiotarkastelu, 
jolla haluttiin validoida analyyseja. Hiljaisen pedagogisen tietämisen ilmenemistä havainnoitiin 
videoidusta aineistoista. Hiljaisen pedagogisen tietämisen sisällöt määriteltiin analysoimalla 
stimulated recall -aineistoja. 

Tutkimustulosten perusteella luokanopettajan hiljainen pedagoginen tietäminen ilmenee pe-
dagogisen suhteen, opettajan opetuksen sisältöön liittyvän suhteen ja didaktisen suhteen ylläpi-
tämisenä. Luokanopettajan hiljaisen pedagogisen tietämisen sisällöt olivat monisyisempiä. Pe-
dagogisen suhteen, opettajan opetuksen sisältöön liittyvän suhteen ja didaktisen suhteen ylläpitä-
minen olivat myös sen elementtejä. Näiden lisäksi opettajan pedagogisen auktoriteetin ylläpitä-
minen, oppilaan roolin tai auktoriteetin ylläpitäminen sekä tietoisuus opetuksen sisällön luon-
teesta kuuluivat hiljaisen pedagogisen tietämisen sisältöihin. Hiljaisen pedagogisen tietämisen 
ilmiön havaittiin olevan prosessinomainen ja relationaalinen ilmiö. 

Tutkimustuloksiin perustuen tutkimuksessa kehitettiin opettajan hiljaisen pedagogisen tie-
tämisen malli. Mallin avulla on mahdollista havainnollistaa opettajan professionaalisuuden yti-
messä olevia tekijöitä. Mallia voidaan hyödyntää esimerkiksi opettajankoulutuksessa, ohjaus-
tilanteissa sekä opettajien täydennyskoulutuksessa. 
 
 

 

Avainsanat: opettajan tieto, opettajan pedagoginen ajattelu, hiljainen tieto, hiljainen tietäminen, 
opettajan professionaalisuus 
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Tacit Pedagogical Knowing: At the Core of Teacher’s Professionality

1 INTRODUCTION

This chapter introduces the theme of the research and presents the essential ap-
proaches determining this research. The general research task and the precise 
research questions are presented. The broad guiding principles concerning the 
background paradigm as well as the ontological and the epistemological com-
mitments are discussed. In addition to this, the structure of the research report 
is clarifi ed.

1.1 Towards the Phenomenon of this Research: The 
Research Task and the Research Questions

My research interest towards the phenomenon of this research, the class teach-
er’s tacit pedagogical knowing, has its roots both in my master’s thesis re-
search of teacher’s beliefs (Toom, 2000) and also—maybe even more—in my 
practical work as a teacher. When I was fi nishing my class teacher studies I 
started to create a picture of myself as a teacher, and to think over, what kind 
of classes I would teach, what kind of things are important to me as a teacher, 
and what kinds of practices I would be able to use to build a real and function-
ing relationship with the students. I thought about the huge responsibility I 
had to those students who I was going to teach and I also realised that I have 
a lot of power in relation to them. All these thoughts led me to think about my 
actions in the classroom and my possibilities for interacting with the students. 
In my opinion, the way teachers act and interact with their students mean a 
lot—even more than their words. I considered my own action and thinking, 
discussed about these questions with my colleagues, and fi nally, decided to 
increase my understanding of it by researching into other teachers’ ways of 
acting and thinking.

Thus, the focus of this research is on teacher’s interactive thinking and ac-
tion, and more specifi cally on class teacher’s tacit pedagogical knowing. The 
special interest is on surprising and quick moments of interaction, so called 
pedagogical moments as van Manen (1991b) talks about them, where a teacher 
has to act immediately in order to make sure that a lesson continues. These 
moments are a usual part of every lesson that teachers are not able to plan 
beforehand for or avoid when they appear. They belong to the interactive, un-
sure and incomplete nature of the teaching-studying-learning process, and they 
“demand” teacher’s immediate pedagogical action—or non-action. The aim of 
the research is to understand the teacher’s tacit pedagogical knowing as a phe-
nomenon and its contents in interactive instructional situation. The research 
task can be formulated as two specifi c research questions as follows:
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The aim is to study,

1) How does a class teacher’s tacit pedagogical knowing appear in 
teacher’s actions?

2) What kind of contents include in class teacher’s tacit pedagogical 
knowing?

A central character of my research is the presence of real practical teaching-
studying-learning situation, in which some of the data has been collected. I 
think it is very valuable to do the research in the immediacy of classroom 
reality, where the most important phenomena actually appear. As van Manen 
(1991b, pp. 40–41) points out, there is a distinction between actively living 
through pedagogical experiences and refl ectively talking or writing about 
these experiences. With this research on teacher’s tacit pedagogical knowing 
it is also possible to focus on the embedded and unoffi cial issues in teach-
ing and learning, as van Manen (1991b) points out: ‘the animating element 
of pedagogy that grants a special quality to the world … of the teachers and 
students; the element of the person of the teacher without whom the pedagogi-
cal situation cannot exist; and the element of contingency pervasively present 
in all pedagogical situations’ (p. 187). These issues are not usually addressed 
in researches into teaching, because they are neither immediately in teachers’ 
minds nor at the focus of theories (cf. Rodgers & Raider-Roth, 2006, p. 266).

As I mentioned, teacher’s thinking and action in classroom reality has a 
central position in my research. In the beginning I approached tacit pedagogi-
cal knowing only by observing teachers’ behavior and by videotaping their 
action. Then, in the direction of my preunderstanding (cf. van Manen, 1997, 
p. 135), which was based on these observations and videotapes, I interviewed 
the participating teachers about the surprising pedagogical moments by using 
the videotapes in the interviews. In this interactive process with teachers and 
with the theoretical literature about tacit knowledge and tacit knowing, my 
conception of tacit pedagogical knowing was built up. After the data analysis 
and completing the research report I am now able to see the wholeness of the 
researched phenomenon; at least in the context of this research. As van Manen 
(1997) says, phenomenologically oriented research is always someone’s proj-
ect. It always produces one possible interpretation of the phenomenon that al-
lows various other interpretations, which can be complementary, but also even 
richer or deeper. (van Manen, 1997, p. 31.)



Introduction 3

1.2 Defining the Paradigmatic Background of the Research

In human science research or in pragmatically oriented research, the researched 
phenomenon is the most essential factor that defi nes the used research approach 
(cf. Teddlie & Tashakkori, 2003, pp. 20–21; Husu, 2004, p. 23; Biesta & Bur-
bules, 2003; p. 71). As Perttula (1995) points out, it is natural for researchers 
to commit themselves to the qualitative research paradigm, when the research 
focuses on the phenomena in individuals’ thoughts, interactions between peo-
ple, and language. The phenomena in a person’s thoughts exist as the meanings 
in a person’s experienced world. These phenomena have always a subject; they 
exist in a person’s experience. (Perttula, 1995, p. 41.) Husu (2004) claims that 
in human sciences the researcher tries to reach the reality of research partici-
pants. This aim favors quite open research settings, in which the essential aim 
is to understand the research focus from its own premises. In these conditions, 
it is also natural that the research participants’ concepts infl uence the concepts 
that the researcher uses. (Husu, 2004, p. 25.)

The nature of the researched phenomenon is one of the factors which infl u-
ence the methodological decisions in the research process. The other important 
factors defi ning these decisions are the conception of knowledge and concep-
tion of reality, to which the researcher has committed herself or himself (cf. 
Husu, 2004, p. 24; Kotila, 2000, p. 2). It is clear that all these factors need to be 
in line with each other. In Husu’s (2004) opinion, the conception of knowledge 
in human science research is mainly relativistic. The knowledge derived from 
the research is mostly idiographic: it is closely connected to the time, the place, 
and the culture in which the research participant is and in which the research is 
conducted. From this it follows that value-free knowledge is an impossibility. 
And fi nally he states, that it is not possible to compare clearly the knowledge 
produced by the research with its external referent. (Husu, 2004, p. 25; see 
also Barone & Eisner, 1997, pp. 87–88; Biesta & Burbules, 2003, pp. 99–106.) 
Meri (1992) also discusses the relativistic conception of knowledge and con-
cludes that a fi nal “truth” is an impossibility; it does not exist. But still, if a 
researcher accepts the relativistic conception of knowledge, the research, or 
doing science does not change into a product of the imagination. If it is anyhow 
assumed that an objective reality—that is independent of a human’s conscious-
ness—exists, the validity of knowledge can still be estimated (Meri, 1992, pp. 
7–8; cf. Moustakas, 1994, p. 46; Polkinghorne, 1989, pp. 15–17). Meri (1992, 
pp. 9–10) states that a measure of valid knowledge can be the usability and the 
appropriateness of knowledge from the viewpoints of the knowledge givers 
and knowledge users (cf. Moustakas, 1994, pp. 45–46). When these questions 
are considered, it is not essential to discuss their correctness or incorrectness. 
They are much larger issues, and as for example Töttö (1982, p. 6) claims that, 
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these questions are rather linked to the researcher’s ethical issues and to the 
conception of man.

1.2.1 The Interest towards the Research 
Participants’ Personal Viewpoints

Meri (1992) claims that the phenomenological research tradition has offered 
some means to approach the phenomena from the direction of human thinking 
and interpretation. He means that it is possible to access people’s meanings, 
purposes and aspirations that appear in their actions from their thoughts and 
explanations of their actions, although it is not always possible to fi nd them 
from the people’s action themselves. (Meri, 1992, p. 7.) Moustakas (1994, p. 
13) states that the aim in phenomenologically oriented research is to determine 
the meanings of the experiences for the persons who have had the experience 
and are able to give an explanation of it. The general meanings or the es-
sences of the experience are derived from the individual descriptions. Also, 
van Manen (1997) approaches this same issue and considers the relation be-
tween language and action. He points out that something (concepts, insights, 
feelings) is created out of nothing (lived experience) with words, although it is 
never possible to capture the true experience in its wholeness into the concept. 
The reason for this could be the cognitive nature of language, as it tends to 
intellectualize a person’s awareness. In phenomenological research, the aim 
is to encourage understandings through language that in an interesting way 
seem to be non-cognitive. This viewpoint is essential when professions like 
pedagogy are considered, because along with trainable skills and knowledge, 
discretionary, intuitive, and tactful capacities are needed in them. (van Manen, 
1997, p. xviii; Salner, 1989, pp. 56–57.) Willis (1999, p. 97), as well, mentions 
that not even with phenomenological research, it is not possible to fi nd a way 
of knowing that could be going on behind language, because all articulated 
human knowing is locked in language.

These experiences and meanings derived from them need to be researched 
in a natural way by approaching them in themselves. Bengtsson (2001; see also 
van Manen, 1997, pp. 31–32) refers to Husserl, who has stated that “We would 
like to go back ‘to the things themselves’”. “The pure and yet mute experiences 
exist as the beginning, and their own meaning will bring out the clear mani-
festation”. The scientifi c theories, common sense or whatever opinions are not 
considered as obvious, but rather that justice is done for the objects of the 
research. The things themselves and our attainment to them are experiences. 
(Bengtsson, 2001, pp. 25–26; van Manen, 1997, pp. 183–184; Willis, 1999, p. 
96.) Moustakas (1994, pp. 45–46) says that Husserl’s emphasis on returning to 
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the things themselves contrasted sharply with the natural attitude concerning 
perception, judgment, experience, and thought.

The return to “the things themselves” in phenomenological approach has 
to do with the central aim, the “study of essences”, as van Manen (1997, p. 39) 
states when referring to Merleau-Ponty (1962). He thinks that the “essence” 
in phenomenology is a linguistic construction and a description of a phenom-
enon. Moustakas (1994) says that the phenomenon is the thing that appears in 
consciousness, and in a larger sense, it provides the force for experience and 
for generating new knowledge. He sees phenomena as the building blocks of 
human science, as well as the basis for all knowledge. (Moustakas, 1994, p. 
26.) In Moustakas’ (1994) opinion, phenomenology means a scientifi c study 
of the appearance of phenomena as people see them and as they appear in 
their consciousnesses. The emergence of something makes it a phenomenon, 
and the challenge is to explicate it in terms of its constituents and possible 
meanings, thus recognizing the features of consciousness and coming to an 
understanding of the essences of the experience. (Moustakas, 1994, p. 49; van 
Manen, 1997, pp. 183–184; see also Willis, 1999, p. 95.) Van Manen (1997, 
p. 42) mentions that the central idea in doing phenomenological research is to 
question something phenomenologically and to be addressed by the question 
of what something is “really” like. Meri (1992, p. 7) says that phenomenology 
starts from the philosophical assumption that the essences of things can be 
tested in existence or in life, so it is then assumed, that the understanding of 
persons and their actions is reached only in their actuality.

As it has been mentioned, the linguistic descriptions of the phenomena, “the 
things themselves” are in the focus of phenomenologically oriented research. 
These things appear in individuals’ consciousnesses as meanings according 
to their personal viewpoints, or in other words, according to their personal 
intentions. Moustakas (1994) mentions, that Husserl’s (1931) view of phenom-
enology is closely connected to the concept of intentionality. The intentional 
act refers to perceiving and it ‘is the perceiving of something… judging, the 
judging of a certain matter; valuation, the valuing of a value; wish, the wish for 
the content wished’ (p. 243; ref Moustakas, 1994, p. 28). Meri (1992) discusses 
this intentionality of consciousness, which means that a person’s thinking and 
usual perceptions give meanings to one’s own actions as well as the actions of 
others. The starting point of the phenomenological tradition is that the mean-
ings, with which a person understands the surrounding reality, form an entity 
for the research. (Meri, 1992, p. 7.) In addition to the reference of perceiving 
Moustakas (1994) claims that directness belongs to the nature of intentional-
ity as well. A person’s mind is directed toward some entity whether the entity 
exists or not. In his conceptions, intentionality refers to consciousness, to the 
person’s internal experience of being conscious of something. This means that 
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the act of consciousness and its object are intentionally related. Knowledge of 
intentionality requires that a person is present to herself or himself as well as 
the things in the world in order to realise that self and world are inseparable 
components of meaning. (Moustakas, 1994, p. 28.)

Moustakas (1994) sees intentionality as a synonym for consciousness itself. 
He claims that people are always intentionally conscious of something; their 
consciousness points to some direction and it has a meaning as well. In the case 
of searching into experience, a person’s senses and thinking are focused on 
what that experience is in its essences. A person inspects how the experience is 
what it is, in what kind of conditions it appears, from what frames of reference, 
and what its possible meanings are. A person describes the whole account of 
an experience completely and in detail using qualities from specifi c perspec-
tives and refl ects on them in order to reach their essences. Finally, a person 
combines the textural and structural meanings in order to reach the essences of 
an experience. (Moustakas, 1994, pp. 59–60.) Bengtsson (2001) mentions, that 
Husserl presents his theory of the intentionality of consciousness in the fi fth 
Logische Untersuchung. This theory was an attempt to defi ne theoretically the 
natural experience. On one hand, this theory emphasises that consciousness is 
always directed to somewhere else than to itself, it is consciousness of some-
thing and it is always focused on some point (cf. Moustakas, 1994, pp. 49–50; 
Willis, 1999, p. 96). On the other hand, the intentionality theory expresses 
that the things towards which the consciousness is directed are not necessarily 
clear and positive facts regardless of experiencing consciousness. Things are 
always experienced as something; in other words they have meaning. Without 
the meaning things would not be what they are, and there would be no world 
to live in at all. (Bengtsson, 2001, pp. 27–29.)

After considering Husserl’s theory of the intentionality of consciousness 
Bengtsson (2001) mentions that each experience has its own horizon. There 
are some characteristics around the experience, which are not directly expe-
rienced. This means that the experiences always contain something more that 
just the experience itself. (Bengtsson, 2001, p. 29.) According to Meri (1992), 
it is important in the phenomenological tradition to understand the essences 
of the wholenesses, totalities. When the reality is understood as a totality, the 
examined phenomena cannot be separated from their context; the phenomena 
always get their meanings as a part of something. This means that a person’s 
reality is made up of the action of the researched person and the infl uences of 
her or his context to this action. The phenomena that a person has experienced 
in this reality depend on the meanings that a person gives to these phenomena 
according to her or his own conceptions. The meaning relations that a person 
has constructed are always within each other. This means that a single phe-
nomenon does not have an independent meaning, but it always gets its mean-
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ing as a part of the wholeness. Wholeness gets its meaning from the relations 
between the parts. (Meri, 1992, p. 9.)

1.2.2 The Conduct of the Research in the 
Natural Classroom Reality

In phenomenologically oriented research it is thought that “things in them-
selves” and the (intentional) meanings connected to them arise from a person’s 
lifeworld (cf. Bengtsson, 2001, pp. 48–49). According to van Manen (1997; 
see also Bengtsson, 2001, p. 46; Willis, 1999, p. 97; Moustakas, 1994, p. 48), 
the concept and the idea of a lifeworld, the world of lived experience, origi-
nates from Husserl’s text The Crisis of European Sciences and Transcendental 
Phenomenology (1970), in which he defi ned the lifeworld as the “world of im-
mediate experience”, the world which is “already there”, which is “pregiven”, 
the world as experienced in the “natural, primordial attitude”, that of “original 
natural life”. Husserl (1970, ref. van Manen, 1997) states that there are cer-
tain pervading structures or styles in each lifeworld that should be studied. In 
Heidegger’s (1962, ref. van Manen, 1997) thoughts, the idea of lifeworld is 
connected with the conception of phenomenology such as the study of Being, 
as well as the study of a person’s modes-of-being or ways-of-being-in-the-
world. Van Manen (1997) mentions that phenomenology makes a distinction 
between the appearance of a phenomenon and the essence of a phenomenon, 
and this is the core idea which phenomenology differentiates from the vari-
ous human sciences like ethnography and symbolic interactionism. The aim of 
phenomenology is not primarily to produce empirical or theoretical observa-
tions or accounts, but it rather asks the question: What is the nature or meaning 
of something? (van Manen, 1997, pp. 182–184.)

Meri (1992) mentions that the idea in phenomenological tradition is that 
the phenomenon should be investigated on its own terms, starting from the 
phenomenon itself, and the way of doing research should be holistic. The re-
searcher should avoid making precise assumptions or hypotheses in advance, 
because they will turn out to be apparent problems from the viewpoint of the 
phenomenon itself. However, Meri points out, that researchers will make some 
classifi cations and models when observing, describing and estimating the phe-
nomenon, although their aim is to be as neutral and objective as possible. It 
is clear that researchers’ own conceptions will direct their data gathering and 
theorising of the contents of a researched phenomenon. (Meri, 1992, p. 8.) 
Moustakas (1994, s. 57–58) states that when researchers are conscious of their 
own lifeworld, it is possible for them to research somebody else’s lifeworld. In 
Kotila’s (2000) opinion, a signifi cant challenge that has to do with a research-
er’s conception of man has to do with the meeting of other person, or meeting 
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of other’s lifeworld. In phenomenological research, the lifeworld of an other is 
the starting point. From this it follows that it is not possible to subordinate the 
lifeworld of an other as a part of a researcher’s world, as an instrument. The ex-
periences have to be considered from the direction of the research participant’s 
intentions. This demand infl uences certain methodological decisions, as well. 
(Kotila, 2000, p. 9.) Meri (1992, pp. 7–8; see also Willis, 1999, p. 97) claims 
that the basic idea of the phenomenological approach is to get to as direct and 
as immediate connection with the reality under investigation as possible, be-
cause the interest of the research is focused on the lived or experienced world, 
in which individuals experience the reality around them. Van Manen (1997, pp. 
31–32) states that phenomenologically oriented researchers have to be in the 
midst of life and living relations and situations, and their task is to investigate 
actively the lived experience with all its characteristics.

Also, van Manen (1997) discusses the researcher’s preconceptions and 
claims that the large amount of knowledge about the researched phenomenon 
can often be the problem in phenomenological inquiry. Researchers’ “com-
mon sense” preunderstandings, assumptions, and existing scientifi c knowledge 
strongly infl uence their interpretations, before they have even realised the pure 
nature of the phenomenon, if they have not explicated them clearly. Van Manen 
refers here to Husserl’s (1970) concept of “bracketing”, which means that re-
searchers have to concentrate only on the phenomenon itself and set aside their 
knowledge of the phenomenon. It is important, that researchers make explicit, 
become aware of and try to come to terms with their understandings, beliefs, 
assumptions and theories concerning the researched phenomenon, so that they 
do not implicitly infl uence the background. Then the researcher is able to con-
centrate on the researched phenomenon itself. (van Manen, 1997, pp. 46–47, 
175; Willis, 1999, p. 96; Kotila, 2000, p. 9.) Moustakas (1994, p. 22, 33), for 
his part, emphasises the same issue, but uses the concept of Epoché here. Ep-
oché process means that researchers set aside their preconceptions and prior 
knowledge concerning the researched phenomenon. The Epoché enables the 
researcher to concentrate only on the phenomenon itself both during the data 
gathering and analysis. Kotila (2000) emphasises the importance of determin-
ing the starting points and a researcher’s preunderstanding in phenomenologi-
cal research. When researchers explicate their preunderstanding, they have to 
construct clearly their intentions and understandings, as well as defi ne their 
lifeworld and relation with the world. The interpretations, which are made in 
the research, have to be read through the researcher’s preunderstanding, as 
well. (Kotila, 2000, p. 11.)
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1.2.3 The Importance of the Dialogic Relationship 
between the Researcher, the Researched 
Phenomenon and the Research Participants

It is clear that researchers doing qualitative inquiry are a part of a researched 
reality in many different ways. They have a relation with the researched con-
text, with the researched phenomenon, and with the research participant. Meri 
(1992) discusses the importance of knowing both the researched content and 
the researched context. The content consists of the research participants’ ver-
bally expressed conceptions of something. The basic idea is that an experi-
ence of some area of reality is always a relation between that area of reality 
and a person experiencing it. (Meri, 1992, p. 10.) Moustakas (1994) discusses 
this same issue from his viewpoint and maintains that the challenge of tran-
scendental phenomenology is to develop a method to understand the objects 
appearing before us. In Moustakas’ (1994) words, ‘such a science requires a 
return to the self and employment of a self-refl ective process that enables the 
researcher increasingly to know herself or himself within the experience being 
investigated’ (pp. 47–48).

Moustakas (1994) emphasises the importance of taking the Other into con-
sideration in phenomenological research practice. He mentions empathy as a 
way of reaching the others’ experience. Moustakas says that researchers have 
to explicate their own intentional consciousness through transcendental pro-
cesses, and after that they are able to understand someone or something that 
is not their own. He points out that a researcher’s own perception is always 
primary; but it includes the perception of the other by analogy. He asserts that 
the others become present to researchers in an experience to the extent that 
they enter their consciousnesses. (Moustakas, 1994, p. 37.) Also, Kotila (2000) 
presents this same issue by mentioning that the primary position of conscious-
ness in the phenomenological approach does not exclude the importance of 
the other person’s role. The starting point of phenomenology is the certainty 
of the existence of the other and the existence of other’s lifeworld that have to 
do with the natural attitude. An important question is how the other’s lifeworld 
and its meanings are constituted in one’s own lifeworld. (Kotila, 2000, s. 9.) 
Meri (1992) sees that the focus of the research is not an independent exter-
nal “object”, but there exists a dialogic communication relationship between 
the researcher and the research participant. When the focus of the research is 
another person, the dialogue between researcher and the research participant 
will develop, in which the uncontrolled empathetic and intuitive elements ap-
pear. It depends on the success of the dialogue, how the researcher manages to 
produce relevant interpretations. (Meri, 1992, pp. 9–10; see also Angrosino & 
Mays de Pérez, 2000, p. 675.) Also, Perttula (1995), for his part, talks about the 
importance of understanding the relations between the researcher, the research 
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participant, and the researched phenomenon. He summarizes the essential ele-
ments of research which are essential to notice and take into consideration, as 
follows:

1) an experience of other person,
2) a person’s way of expressing her or his experience,
3) a researcher’s experience of other person’s experience and of its expres-

sion,
4) a researcher’s way to express her or his experience of other’s experi-

ence.
(Perttula, 1995, pp. 41–42.)

Bengtsson (2001, p. 67) refers to Merleau-Ponty who claims that a researcher’s 
thinking has to follow and do justice to the concrete reality with which people 
are in a living relation. This means that researchers have to be adaptive with 
the inner dialectics of reality and multiple interpretations, its various dimen-
sions and levels. Bengtsson states that this kind of thinking may seem thor-
ough and less effective than the uncertain theoretical system thinking, but it is 
doubtlessly closer to reality and more reliable. Even Aristotle knew that one 
has to be satisfi ed with the clarity, exactness, and certainty that derive from the 
researched phenomena, and phenomenology promotes this tradition. (Bengts-
son, 2001, p. 67.) Meri (1992, p. 12) also states that the aim of phenomeno-
logical research is to uncover the structures behind the everyday world. In van 
Manen’s (1997, p. 35) opinion, phenomenological research starts and ends in 
lived experience, and lived experience involves our immediate and pre-refl ec-
tive consciousness of life, which is a refl exive or self-given awareness; una-
ware of itself, as Dilthey (1985) points out. Despite the fact that phenomeno-
logically oriented research is closely connected to the lifeworld and dependent 
on it, Bengtsson (2001) asserts that science is not identical with it. Science tries 
to conceptualise reality systematically, and from this it follows that science 
consists of the idealisations of lived concrete reality. (Bengtsson, 2001, p. 47, 
72; cf. Moustakas, 1994, p. 48.) 

Moustakas (1994; cf. Meri, 1992, p. 8) has reviewed the phenomenologi-
cally oriented research and concludes the core features of this kind of human 
science research by defi ning the following principles, processes and methods. 
When the characteristics of this research are compared with this list, it is pos-
sible to fi nd several common aspects.

1) Phenomenology focuses on the appearance of things, a return to things 
just as they are given, removed from everyday routines and biases, from 
what we are told is true in nature and in the natural world of everyday 
living;
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2) Phenomenology is concerned with wholeness, with examining entities 
from many sides, angles, and perspectives until a unifi ed vision of the 
essences of a phenomenon or experience is achieved;

3) Phenomenology seeks meanings from appearances and arrives at es-
sence through intuition and refl ection on conscious acts of experience, 
leading to ideas, concepts, judgments, and understandings;

4) Phenomenology is committed to descriptions of experiences, not expla-
nations or analyses. Descriptions retain, as close as possible, the origi-
nal texture of things, their phenomenal qualities and material proper-
ties;

5) Phenomenology is rooted in questions that give a direction and focus 
to meaning, and in themes that sustain an inquiry, awaken further in-
terest and concern, and account for our passionate involvement with 
whatever is being experienced. In phenomenological investigation the 
researcher has a personal interest in whatever she or he seeks to know; 
the researcher is intimately connected with the phenomenon;

6) Subject and object are integrated;
7) At all points in an investigation intersubjective reality is part of the 

process, yet every perception begins with my own sense of what an is-
sue or object or experience is and means;

8) The data of experience, my own thinking, intuiting, refl ecting, and judg-
ing are regarded as the primary evidences of scientifi c investigation;

9) The research question that is the focus of and guides an investigation 
must be carefully constructed, every word deliberately chosen and or-
dered in such a way that the primary words appear immediately, capture 
my attention, and guide and direct me in the phenomenological process 
of seeing, refl ecting, and knowing.

(Moustakas, 1994, pp. 58–59.)

As it has been explained, the emphasis on a paradigmatic background in this 
research is largely on phenomenological approach. The elements of the theo-
retical part and the framework of the data analysis have been constructed by 
mainly following the principles of Middle-European authorities. The princi-
ples of pragmatism can be seen to infl uence the research as well, because they 
are followed in the methodology and data analysis of this research (cf. Johnson 
& Onwuegbuzie, 2004, p. 18). And actually, there is no confl ict between these 
two: pragmatism has its roots in Anglo-American scientifi c tradition, whereas 
the phenomenological approach rises primarily from the Middle-European 
scientifi c thinking, but the basic underlying epistemological and ontological 
assumptions of them are quite similar in general terms (cf. Maxcy, 2003, pp. 
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53–54; Biesta & Burbules, 2003; pp. 3–8; Bengtsson, 2001, p. 104; De Waal, 
2005, pp. 2–3; Heikkinen, Huttunen, Niglas, & Tynjälä, 2005, p. 348).

1.3 About the Structure of the Research Report

This research is a part of teacher thinking and knowledge research tradition, in 
which it also is rooted both theoretically and methodologically. The research 
report is structured in quite a traditional way: the theoretical part is followed by 
an empirical one, but it is still reasoned also in this kind of phenomenologically 
oriented research. So called “analytical approach” presented by van Manen 
(1997) corresponds somehow to the way that I have chosen to structure my 
research report. As van Manen says, research reports following an analytical 
approach begin with the description and theories of researched phenomenon 
in ordinary social science. The aim is to illustrate how the experience in tradi-
tional social science is understood only partially and often without thoughtful 
understanding of the nature of a certain topic. In the next phase the aim is to 
illustrate how the central themes appear, when experiential descriptions and 
phenomenological material concerning the researched phenomenon are exam-
ined. (van Manen, 1997, pp. 170–171.)

Thus, the theoretical part of research is divided into three main chapters. 
In Chapter 2, characteristics of teacher’s practical knowledge are clarifi ed. 
Chapter 3 handles teacher’s pedagogical thinking and refl ection. A teacher’s 
pedagogical thinking is understood as the wholeness of the processes in which 
the teacher’s practical knowledge is used in pre-, inter- and post-active phases 
of teaching-studying-learning -process. The different defi nitions of pedagogi-
cal thinking and teacher refl ection are considered in this chapter. In Chap-
ter 4, the concepts of tacit knowledge and tacit knowing are considered. The 
teacher’s tacit pedagogical knowing is understood as a process, which comes 
to the fore in interactive situations in pedagogical moments. Tacit knowing is 
seen as the use of teacher’s practical knowledge and it has its basis in implicit 
structures, too. The logic of the theoretical part, the relations between the top-
ics in these three chapters is illustrated in Figure 1. The idea is that teacher’s 
tacit pedagogical knowing appears in interactive teaching-studying-learning 
situations in pedagogical moments, these moments and actions taken in them 
are refl ected on afterwards and along with this, a teacher’s practical knowledge 
accumulates. And again, practical knowledge is used in pedagogical moments 
and so the circle goes on (cf. Hegarty, 2000, p.454).
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Figure 1. The relations and continuous interaction between teacher’s tacit knowing, 
pedagogical thinking and practical knowledge.

After the introduction and three theoretical chapters, the research methodology 
and the proceeding of the data analyses are presented. The research results are 
then presented with authentic data excerpts. In addition to this, the trustworthi-
ness and the signifi cance of the research results are fi nally discussed.

TACIT PEDAGOGICAL KNOWING 

In pedagogical moment 

-seeing the pedagogical situation 

-understanding the meaning 

-sensing the significance 

-knowledge of how and what to do 
-acting in the moment 

PEDAGOGICAL THINKING 

-reflecting on own action in 

pedagogical moment 

-reflecting on the reasons and 

justifications and influences of 
action 

PRACTICAL KNOWLEDGE 

-increasing the practical, profes-

sional knowledge base 
-widening the professionality 
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2 TEACHER’S KNOWLEDGE

There are two main issues in this chapter. Firstly, the general overview of 
teacher thinking and teacher knowledge research paradigm is presented. Some 
central aspects which have infl uenced the beginning of the paradigm as well 
as the different emphasises during its development are discussed. Also, the 
present state of the paradigm is shortly described. Secondly, teacher’s practical 
knowledge as a partial focus of the research is considered, and some typical 
characteristics of teacher’s practical knowledge are highlighted. The purpose 
of this chapter is to locate the researched phenomenon, teacher’s tacit peda-
gogical knowing, into the framework of teacher thinking and knowledge re-
search and to produce some introductory understanding of its nature.

2.1 Research into Teacher Thinking and Teacher Knowledge

The research on the area of teacher thinking and teacher knowledge has in-
creased notably after the 1970s and the 1980s. Clark and Peterson (1986, pp. 
255–256) mention that the beginning of the research paradigm has been at 
the end of the 1960s, when the fi rst researchers into teacher thinking reported 
their observations and results. Jackson (1968) released one of the fi rst research 
reports, in which the aim was to describe and understand the thought processes 
and structures behind teachers’ actions. Jackson clarifi ed the complexity of 
teachers’ work, made conceptual distinctions and focused the attention of edu-
cational research on the importance of teachers’ thinking and planning in order 
to understand better the classroom processes. Tornberg (1994) points out that 
the conceptions concerning the actual beginning of research on teacher think-
ing differ between the researchers. For example, Housner and Griffey claim, 
differing from Clark’s and Peterson’s view, that the research begun with Za-
horik’s (1970) research, where the student centeredness of two teacher groups, 
teachers with a lesson plan and teacher without a lesson plan, were compared. 
(Tornberg, 1994, p. 20.) Anyhow, a very important happening in research into 
teacher thinking was the National Institute of Education (NIE) Conference in 
June 1974, where the purpose was to outline research into teaching in the near 
future. The program concerning the importance and development of research 
into teacher thinking was presented in one group, in order to better understand 
the instructional process. (Clark & Peterson, 1986, p. 256.)

In any case, the classroom researches, which were conducted during the 
1970s started to indicate, according to Alexandersson (1994, pp. 19–20), the 
beginning of the teacher thinking research paradigm. Previously the main re-
search focus had been on teachers’ characteristics and actions, but teachers’ 
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and students’ conceptions on instructional process started to dominate. The 
research paradigm called “Teacher Thinking” -research expanded at the end 
of the 1970s. During that time, the research was concentrated on the teach-
ers’ ways to organise and structure their teaching. These were followed by 
researches, where the focus was on teachers’ own descriptions of their own 
thinking. (Alexandersson, 1994, pp. 19–20.) Early research on teacher think-
ing was directed into four main categories: teachers’ planning, evaluation, 
interactive decision-making and teachers’ implicit theories (Clark & Yinger, 
1977, pp. 279–304; Calderhead, 1996, p. 709). The research into teacher think-
ing increased continuously, and in 1983 “International Study Association on 
Teacher Thinking (ISATT)”, later “International Study Association on Teach-
ers and Teaching” was founded in Europe to promote research in this area.

According to Calderhead (1996, pp. 709–711; see also Tornberg 1994, p. 
21), both cognitive psychology (teacher’s thinking) and social sciences (refl ec-
tive thinking and teacher’s theories and beliefs) have theoretically infl uenced 
research into teacher thinking. For quite a long time, the emphasis of the theo-
retical basis of the research has not been in positivism and process-product 
research, but in ecologic-naturalistic theory. This has manifested itself in au-
thentic descriptions, favouring of small and well-defi ned qualitative research 
studies (Day, Pope & Denicolo, 1990, p. 2). The viewpoint has changed to be 
interpretative when the research has focused on teachers’ thought processes in-
stead of their characteristics and actions (Alexandersson, 1994, pp. 19–26). In 
ISATT publication in 1993, Day, Calderhead and Denicolo (1993, p. 1) claimed 
that the central research areas in teacher thinking were those three lines, which 
already had been presented in an earlier ISATT publication (1990, pp. 1–10): 
the increasing complexity in the contents of teacher thinking research, the de-
velopment of methodology and research strategies, and the need to study the 
ethical issues of teaching.

Clark and Peterson (1986) have developed a model of teachers’ thought 
processes and actions, with which they sum up and specify the several re-
search results into teacher thinking and give an overview of achievements of 
the research area. In the model, the research studies into teacher thinking are 
divided into three categories. There are studies concerning teacher planning, 
where the focus is on pre-active or post-active thinking. Also teachers’ interac-
tive thinking and decision-making have been studied. It has been found that 
the quality of interactive thinking differs from pre-and post-active thinking. 
This categorization is based on Jackson’s (1968) classifi cation of the pre-ac-
tive, interactive and post-active phases of instructional process. There are also 
studies into teachers’ implicit theories and beliefs, which underlie teachers’ 
actions. Through them, the wide knowledge base which teachers possess and 
use in planning, in interactive thinking and decision-making, can be perceived. 
(Clark & Peterson, 1986, pp. 256–258.)
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Elbaz (1991, p. 1) talks about the development of this research in this area 
and states that teaching is looked ‘from the inside’, and the focuses are on 1) 
teacher thinking, 2) the culture of teaching and 3) teachers’ personal practical 
theory. The change in research paradigm and the various contents in teacher 
thinking research have increased researchers’ interest in teachers’ abilities and 
on the quality of teachers’ knowledge. In my opinion, the present situation in 
the area of teacher knowledge research can be understood even better, if we 
look at Clark’s (1986, pp. 8–9) clarifi cation of different conceptions of teacher, 
which have dominated the area. At the beginning of the research paradigm in 
1975, teachers were seen as decision-makers, who have a clinical relationship 
with their students. At the beginning of the 1980s, the conception of the teacher 
had changed to that of a sense-maker, a professional with a wide knowledge 
base. The teachers’ technical skills and instructing were emphasized. In Clark’s 
opinion, teachers in 1985 were seen as constructivists, who build, elaborate 
and test their own personal theories. Teachers are thought to have multiple 
and confl icting theories of teaching, which they are able to use successfully in 
continuously changing classroom situations. The teachers’ knowledge base is 
taken to be a complex and inconsistent system, with which they do their work 
and fi nd solutions for the dilemmas they face. In addition to this it can be said 
that the teacher in 2000 is a competent professional, who holds a wide knowl-
edge base and who works in a responsible and personally meaningful way (cf. 
Sugrue & Day, 2002, pp. xv–xxiv; Program of 12th International Study As-
sociation on Teachers and Teaching Conference, 2005).

At the moment it is easy to see that in the research area concerning teacher 
thinking, the discussion concerning teacher’s knowledge has become broader. 
Munby’s, Russell’s and Martin’s (2001, p. 900) opinion is that teacher knowl-
edge research has developed greatly since Wittrock’s (1986) third edition of 
the Handbook of Research on Teaching and conceptions of epistemology, par-
ticularly about the epistemology of practice have become more mature (see 
also Carter, 1990, p. 295). Thus, this research area is wide and the research 
focuses are numerous (e.g. Clandinin & Connelly, 1987; Fenstermacher, 1994; 
Calderhead, 1996, pp. 713–715; Munby, Russell & Martin, 2001, p. 877; Sug-
rue & Day, 2002). Morine-Dershimer (1991) has divided these studies into 
four different categories according to their different emphasises on teacher 
knowledge. The fi rst, the schema theory approach, emphasises that there is 
an organized structure of knowledge representing relationships between con-
cepts as a basis of teacher’s thinking (Borko & Shavelson, 1990). The second, 
the refl ection-in-action approach by Schön (1983, 1987) emphasises that the 
teachers manage problematic situations by recalling their previous and cor-
responding experiences. They make some weak estimations of the situation, 
focus on the background factors in their action and make a new reconstruction 
of the situation. The third pedagogical content knowledge approach is based 
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on the works of Shulman (1987) and it claims that teachers convert content 
knowledge into a pedagogically appropriate form which is suitable for their 
students’ understanding. The fourth practical argument approach is to a large 
degree developed by Fenstermacher (1986), and it emphasises the reciprocity 
between teachers’ actions and thinking. The core idea of this approach is that 
teacher’s perceptions of instruction, principles and conceptions about the aims 
of instruction have an effect on teacher’s pedagogical decisions and actions. 
According to Morine-Dershimer, these different approaches have signifi cant 
resemblance in central issues of teacher’s knowledge, although they differ 
from each other in many ways. (Morine-Dershimer, 1991, p. 159.)

Morine-Dershimer (1991) mentions the following characteristics as com-
mon to these different approaches which were considered before. Details of 
practical classroom work enrich teacher’s knowledge base, and this knowledge 
base develops further while the teacher refl ects on and shapes these details. All 
these approaches concentrate on the way that appears from teacher’s thought 
to teacher’s action. It is also claimed that teachers’ rewarding thoughts have 
consequences for student learning, and that teachers’ important consciousness 
of students’ problems concerning understanding subject matters are acquired 
from the practical experiences in teaching. (Morine-Dershimer, 1991, p. 159.) 
In Calderhead’s (1996, p. 711) opinion, the abundance of research into teach-
ers’ knowledge has raised a lot of discussion about its nature and quality, and 
criticism has focused on the separation of cognitions and behavior in research 
and on the small quantity of research concerning the affective dimensions in 
teaching. The factors concerning the quality of teachers’ abilities and knowl-
edge are seen to central because of several reasons; when for example teacher 
education, the quality of teaching or the ethical issues of teaching are dis-
cussed. Varied research methods are also used, but it can be said that methods 
which are concretely connected with the real classroom situations, e.g. critical 
incidents in teaching, observations with interviews and procedures like stimu-
lated recall, have again become more general (see for example Aaltonen, 2003; 
Patrikainen, 2003). Husu (2002, p. 18) states that the focus of this research 
area has shifted from coherent and mechanical paradigms to incoherent and 
partial ways of recognizing and examining teachers’ thinking and teachers’ 
knowledge.

Fenstermacher (1994, p. 5) considers research into teacher knowledge from 
the epistemological viewpoint and divides them into four different categories 
by presenting them in the form of questions. The studies in the fi rst category; 
“What is known about effective teaching?” are not exactly classifi ed as teacher 
knowledge research, but rather they produce knowledge about teaching. The 
process-product studies of teaching represent a clear example of research in 
this category. The second group; “What do teachers know?” aims to under-
stand the teachers’ knowledge, which they have along with their experiences. 
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Fenstermacher (1994) sees two subcategories in this group: one is focused 
on fi nding out what teachers know (e.g. the work of Elbaz and Connelly & 
Clandinin), and another clarifi es the refl ective practice (e.g. the work of Schön, 
Munby and Russell). The works of Shulman best describe the third group of 
studies; “What knowledge is essential for teaching?”, where the focus is on the 
forms and types needed for competent teaching. The question of producers of 
knowledge is discussed in the fourth group; “Who produces knowledge about 
teaching?”. The essential question concerning this category is that the knowl-
edge produced by practicing teachers differs from the knowledge produced by 
researchers. (Fenstermacher, 1994, pp. 5–19.)

In conclusion, in the early years of this research paradigm the research 
concentrated on teacher’s external action and behaviour in interactive teach-
ing-studying-learning process. After this, interest focused on thoughts inside 
teachers’ heads. Little by little the researchers have started to talk about teach-
er’s knowledge or knowledge base, for example. There can be several reasons 
for this kind of development. Possibly, the research paradigm is of that age, 
that concerned attempts to exhaustively defi ne the knowledge base for teacher 
profession, as well as in other traditional professions, are central. When the 
position of this research is deliberated in the light of these categorisations pre-
sented here, it can be considered in different ways. In Clark’s and Peterson’s 
(1986) model, this research can be placed on the one hand in the research 
on teacher’s interactive thoughts and decisions, and on the other hand in the 
research on teacher’s theories. In Fenstermacher’s (1994) classifi cation of the 
research on teacher knowledge, this research comes close to the answers for 
the questions “What do teachers know?” and “What knowledge is essential 
for teaching?” In this research, the basic similar facts concerning teacher’s 
knowledge which Morine-Dershimer (1991) mentioned before are taken into 
consideration rather than their specifi c emphasises.

2.2 About the Quality and the Nature of 
Teacher’s Practical Knowledge

As Munby, Russell and Martin (2001, p. 877) emphasise, the “teacher’s knowl-
edge” research category is quite new, and the researchers in this area are just 
starting to understand the nature and the development of teacher knowledge. 
The approaches towards teacher knowledge area are numerous, and it is pos-
sible to understand this variation by looking back to the various bases from 
which the teacher thinking research paradigm has started. However, when 
the concept of knowledge is discussed regardless of its context, it is common 
to start by defi ning different possible types of knowledge epistemologically. 
As Fenstermacher (1994, p. 20) states, three knowledge categories are often 
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mentioned, although there is no consensus on the amount of knowledge types 
between epistemologists. Fenstermacher (1994, p. 20) mentions the quite 
standard categorizations of Pears (1971) and Lehrer (1990b) both concerning 
propositional knowledge, knowledge of how to do things, and knowledge by 
acquaintance. Also, Jonsen and Toulmin (1988; cited Fenstermacher, 1994, p. 
20) present three knowledge types, which they base on Plato and Aristotle: “1) 
theoretical comprehension of abstract arguments in the sciences, 2) practical 
command of general craft techniques, and 3) the prudential wisdom that is 
required to handle particular problems of medical cases”. Quite the same kind 
of classifi cation is also made by Niiniluoto (1996, pp. 48–66), when he consid-
ers different types of knowledge as follows: skill as a pre-stage of knowledge, 
know-how or competence, propositional knowledge and wisdom.

Propositional knowledge is traditionally defi ned to be informational, theo-
retic and scientifi c knowledge, and knowledge about the world, which can be 
presented in the form of propositional sentences. It is common to clarify the 
conception of propositional knowledge by basing the arguments on classical 
defi nition of truth such as a “justifi ed true belief”, where knowledge is distin-
guished from assumptions, errors and conjectures, or by referring to the Greek 
term of knowledge as episteme. Standard analysis on propositional knowledge 
states quite strict demands for knowledge statement and it is often presented, 
as Fenstermacher (1994, p. 22) mentions, in special form as follows: “In or-
der for a person, S, to be said to know something, p, it is not suffi cient that p 
is true and that the person, S, believes p. It must also be the case that S has 
grounds for p.” The performance knowledge is often discussed as a contrast 
for the propositional knowledge, and the concepts of knowing-how, competent 
performance, skill knowledge or Greek term techne are used to describe it. 
(Fenstermacher, 1994, pp. 21–27; Niiniluoto, 1996, pp. 48–58.)

In principle, the difference between propositional knowledge and perform-
ance knowledge can be made quite easily, but when we think about it more 
carefully, it becomes more complicated. Niiniluoto (1996) mentions by refer-
ring to Hintikka (1969), that the difference between skill and propositional 
knowledge kept even Plato occupied, who often stated that real knowledge 
is the knowledge of its maker or creator—a shoemaker has knowledge about 
shoes, because he can make them; a doctor has knowledge about health, be-
cause he can heal sick people. According to Niiniluoto (1996), in the Phile-
bus -dialogue Plato made a difference between two kinds of practical skills 
depending on how much “information and exactness” they include. In some 
skills (for example in building ships and houses) “counting, measuring and 
weighing” are used, and in other skills (for example in fl ute playing, medi-
cal practice, agriculture, sailing, warfare) much work is done with estimations 
and by rules of thumb; in other words, by drawing upon “professional skills” 
or “instinctive ability gained through laborious training”. Concerning the lat-
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ter skills, everyman’s ability to count in building work and trading has to be 
separated from philosophers’ geometry and mathematics, that has to do with 
“forever unchanged” by the means of reasoning and proof. Just geometrical 
knowledge was Plato’s main example of knowledge as a well-reasoned, true 
belief. (Niiniluoto, 1996, p. 51.)

However, in Fenstermacher’s (1994, pp. 26–27) opinion, it is possible to 
make a distinction between these two knowledge types, episteme and techne, 
in our everyday language, and like the Greeks he claims that these two are 
distinct, but still interdependent. Essential to his conceptions is that he em-
phasises the justifi cation of teacher’s knowledge as important to its epistemic 
status as is in the case of propositional knowledge. In Fenstermacher’s (1994, 
p. 27) opinion, it is important to make a clear distinction between epistemolo-
gists’ propositional knowledge and teachers’ formal knowledge and between 
epistemologists’ performance knowledge and teachers’ practical knowledge. 
Some clear similarities could be seen between these categories, but the reason 
for keeping them separate is the lack of clarity in the concept of teachers’ 
practical knowledge that is used in teacher knowledge research. In the studies 
concerning teacher’s knowledge, the question of why and on what grounds 
their beliefs, insights, and habits should be considered as knowledge is not 
very often deliberated (Feiman-Nemser & Floden, 1986, p. 512). Neverthe-
less, examination, reasonableness of the knowledge claims and justifi cation of 
them are in Fenstermacher’s (1994, p. 28; see also Buchmann, 1988) opinion 
essential, even though practical knowledge as knowledge is discussed.

The scope of teacher’s practical knowledge is wider than the scope of epis-
temologists’ performance knowledge, so it is not necessarily wise to consider 
them as equal. The range of practical knowledge is often understood as teach-
ers not having a unique body of professional knowledge and expertise, but on 
the contrary an entity encompassing beliefs, insights, and habits which are 
necessary in everyday teaching. Clandinin and Connelly (1987, pp. 487–488) 
have examined the studies and the concepts concerning these teachers’ per-
sonal structures, which infl uence teachers’ thinking and action. The several 
different concepts of this kind of personal structures were used in researches, 
such as teachers’ conceptions, teacher perspectives, teachers’ understandings, 
teacher constructs, teacher principles of practice, teacher beliefs and principles, 
teacher practical knowledge, teachers’ thinking criteria, personal constructs, 
personal knowledge and teachers’ personal practical knowledge. Despite this 
variation in concepts, they seemed to mean quite the same things. Related to 
this issue, Fenstermacher (1994, p. 30) points out that there appears to be a 
growing tendency in the educational research literature to discuss knowledge 
and beliefs as if the terms were synonymous. He summarizes the different 
concept variations of teacher knowledge, which researchers have presented at 
this area, from epistemological viewpoint. A researcher’s view towards teacher 
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knowledge can be either “the grouping sense of knowledge” which means for 
example that teachers generate knowledge—or in another words, ideas, con-
ceptions, images, perspectives, etc. when performing as teachers—in action 
on their experience or “the epistemic status sense of knowledge” which means 
that teachers are justifi ed in performing as they do for reasons or evidence they 
are able to provide. (Fenstermacher, 1994, p. 31.)

2.2.1 The Individual Nature of Teacher’s Practical Knowledge

The conception of teachers’ practical knowledge, which for example Elbaz 
(1981, p. 46; see also Elbaz, 1983) has developed along with their research 
is broad, encompassing both teacher’s knowledge of practice and knowledge 
which is mediated by practice. In Carter’s (1990, p. 299) defi nition, practical 
knowledge refers broadly to the teachers’ knowledge that they have of class-
room situations and the practical dilemmas, with which they are confronted 
with when they do their teaching. It is agreed in teacher knowledge studies, that 
this kind of knowledge is closely bound to a specifi c time, place or situation 
and actually it stems from its close connection to practical situations where it 
is shaped. Feiman-Nemser and Floden (1986, p. 512) state, that when a teacher 
knows something practically, she or he knows something about the action and 
other elements of the situation in a certain specifi c case. According to Buch-
mann’s (1987, p. 152) essential opinion, the purpose of practical knowledge is 
to inform wise action—not to advance general understanding. Carter (1990, p. 
300) points out importantly, that teachers’ practical knowledge is shaped by 
a professional’s personal history and therefore it includes intentions and pur-
poses, and also the cumulative effects of life experience. This kind of personal 
and individual nature is largely stated as a characteristic of a teacher’s practical 
knowledge, and from this follows that it is also personally compelling. Thus, 
this kind of teacher’s knowledge is cognitive, but it has also affective, social 
and moral dimensions, as for example Husu’s (2002) research shows.

In some studies (e.g. Elbaz, 1981, 1983), the structure of practical knowl-
edge has been clarifi ed. Teacher’s knowledge, when it is understood as a wide 
and personal construct, is also personally organized, and it can have a narrative 
structure and strong affective bindings. For the description of the structure of 
practical knowledge Elbaz (1981, p. 61) has chosen the concepts, which ex-
press the relations that practical knowledge has with practice, with teacher’s 
experience and with personal dimension. Practical knowledge is structured, as 
Elbaz (1981; 1983) states, consisting of rules of practice, practical principles 
and images. The rules of practice are clear expressions of the actions which are 
needed in particular situations. They guide teachers to carry out their goals in 
practice. The teachers follow the rules of practice systematically. The practi-
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cal principles are wider expressions than rules, and they refl ect the goal in 
a more deliberate way. The practical principles are used refl ectively. Teach-
er’s feelings, values, needs and beliefs are united in images. The images of 
aimed teaching are supported by teacher’s experiences, theoretical knowledge 
and studied knowledge. They guide teacher’s thinking and action in an intui-
tive way and organise knowledge. (Elbaz, 1981, pp. 49–50, 60–62; 1983, pp. 
131–137.)

2.2.2 The Contents of Teacher’s Practical Knowledge

As it has maybe become clear, quite a lot of studies have been done about 
teachers’ knowledge. Feiman-Nemser and Floden (1986, p. 513) point out that, 
still, not so many of researchers have studied its contents. They assume that 
this has something to do with a narrow view of teachers’ knowledge or uncer-
tainty about what kinds of knowledge to look for. Carter (1990, p. 302) for her 
part sees, that researches into teachers’ personal knowledge actually tell more 
about the characteristics of teachers’ knowledge than its contents. However, 
Munby, Russell and Martin (2001, p. 880) have already discussed the fact that 
there are several studies where the contents of practical knowledge have been 
clarifi ed.

A basic study into teacher’s practical knowledge which was already men-
tioned is the practical knowledge study of Freema Elbaz (1981, 1983), in which 
she studied Sarah’s practical knowledge by using several different qualitative 
methods for over two years. In her study, Elbaz (1981; 1983) defi ned the con-
tent, the orientations and the structures of practical knowledge. The content 
of practical knowledge includes the knowledge of subject matter, curriculum, 
instruction, self and the milieu of schooling. Teachers have personal knowl-
edge which they use to aim at personally important goals. Teachers also have 
interactive knowledge, which is knowledge of the interaction between teacher 
and students, colleagues, administration and school environment. In addition 
to this, teachers have theoretical knowledge of subjects, of the development of 
children and of society. (Elbaz, 1981, p. 46–50; 1983, p. 45–97.) Similar con-
tent areas of teacher’s practical knowledge have also appeared in several other 
studies, which, for example, Carter (1990, pp. 300–302) as well as Aaltonen 
(2003, pp. 85–87) have reviewed.

When the content of teacher’s practical knowledge is discussed, it is also 
common to refer to Shulman’s (1987) defi nition and categorisation of teacher’s 
knowledge base. It is often understood that by his defi nition Shulman means 
mainly the part of teacher’s knowledge which is connected to subject matter 
and its mediation to students, not all the other elements like in the case of prac-
tical knowledge (cf. Carter, 1990, p. 305; Munby, Russell, & Martin, 2001, p. 
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881). Shulman (1987, p. 8) has presented the following seven categories for 
the knowledge base for teaching: 1) content knowledge, 2) general pedagogi-
cal knowledge, 3) curriculum knowledge, 4) pedagogical content knowledge, 
5) knowledge of learners and their characteristics, 6) knowledge of educational 
contexts, and 7) knowledge of educational ends, purposes, and values.

It can be said that teachers acquire and enrich their knowledge base in 
many different ways. The elements of the knowledge base can be the product 
of active studying, but teachers are also enriching their professional, practical 
knowledge by doing their work and by refl ecting on their past experiences 
in teaching. Intensive linkages to situational issues and personal experiences 
form the structure of practical knowledge individually. However, the centrality 
and importance of teacher’s practical knowledge appear in everyday teaching 
practice.

2.3 An Actual Context of Teacher’s Practical 
Knowledge: The Didactical Triangle Model

As it is mentioned before in this chapter, the nature of teacher’s knowledge is 
practical, and it is built from several different sources. On one hand, it can be 
seen as being based on theoretical educational knowledge which is acquired 
for example during teacher education, and on the other hand it is construed 
in the practical context of teacher’s everyday work; it is actively related to 
the world of practice, as for example Elbaz (1983) states. Feiman-Nemser 
and Floden (1986, p. 515) claim that the most immediate context of teach-
ing and understandably teacher’s knowledge is the classroom. And from the 
classroom, the teachers’ scope of action enlarges to the surrounding school 
institutions and further to a larger social context. All these levels have their in-
fl uence on teachers’ actions. Also several other studies of teachers’ knowledge, 
studies of professional knowledge in general and epistemologists emphasize 
the practical contextual binding or relation of professional knowledge. The 
physical factors can belong to teacher’s practical context, but more importantly 
the context includes the core factors of the teaching-studying-learning process, 
as Kansanen (1999, pp. 86–88) calls the instructional process, and the relations 
between them. The context of teacher’s knowledge both from the theoretical 
and practical viewpoints can be described with the idea of the didactical tri-
angle, which encompasses the core elements (teacher, student and content) of 
teaching-studying-learning process and the relations between them.

The actual context of teacher’s knowledge can be described with different 
kinds of theoretical models, and the didactical triangle (in Figure 2 and Fig-
ure 3) as one possible model for this purpose is presented here. The original 
idea of the didactical triangle of teaching-studying-learning process was fi rst 
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presented by the German philosopher of education, Johann Friedrich Herbart. 
In one of his pedagogical lectures in 1835 Herbart points out that successful 
interaction in the classroom is dependent on two participants and the content of 
instruction and the relationships between them. He states as follows:

„Ob der Unterricht in den rechten Gang komme, das hängt vom Lehrer, vom Schü-
ler und vom Gegenstande zugleich ab. Gewinnt der Gegenstand nicht das Intresse 
des Schülers, so entstehen üble Folgen, welche sich im Kreise drehen. Der Schüler 
sucht sich der Arbeit zu entziehen, er schweigt oder giebt falsche Antworten; der 
Lehrer bringt auf die rechte; der Unterrich fl oßt; der Widerwille des Schülers steigt 
– Um Widerwillen und Faulheit zu befl iegen, versagt der Lehrer vollends die Hilfe, 
die er geben konnte; er zwingt, wie er kann, den Schüler sich zu befi nnen, selbst 
zu arbeiten, sich vorzubereiten, auswendig zu lernen, das Schlectgelernte dennoch 
in schriftlichen Aufsätzen anzuwenden u.s.w. Der eigentliche Vortrag hört auf oder 
verliert wenigstens den Zusammenhang; nun fehlt das rechte Beispiel, was der Leh-
rer hätte geben sollen, das Beispeil des in den Gegenstand vertieften Lesens, Den-
kens, Schreibens. Und doch ist dies Beispiel, den Gegenstand zu verbinden, gerade 
das Wirksamste eines guten Unterrichts. Der Lehrer soll es geben, der Schüler soll 
es, so gut er kann nachahmen, der Lehrer soll ihm darin thätig zu Hilfe kommen.“

(Herbart, 1835/ Wendt 1841, p. 72.)

The didactical triangle can be treated as a wide framework describing the edu-
cational entirety, and Kansanen and Meri (1999, p. 112) mention too, that the 
elements of the didactical triangle can be understood in many different ways. 
The wholeness of the didactical triangle can be understood as the actual con-
text of teacher’s practical knowledge, where the contents and structures of it 
are formed. The original idea of Herbart has been developed further by several 
researchers (Kansanen & Meri, 1999; Harjunen, 2002), and it is common to 
analyse it by using two triangles (see Figures 2 and 3). In this research, the 
idea of the didactical triangle serves as a theoretical structure to consider the 
appearance and the contents of teachers’ tacit pedagogical knowing.

2.3.1 The Basic Elements of the Didactical Triangle

The basic elements of the didactical triangle—teacher, student, and content—
are considered in this chapter. They are also illustrated in Figure 2.

2.3.1.1 Teacher

The teacher’s role in a pedagogical context has been much studied from differ-
ent perspectives, and there are a great number of studies, in which the role and 
qualities of a good teacher have been defi ned (cf. Harjunen, 2002; Lattu, 2003; 
Buchmann, 1993). However, I will not give a summary of those characters, 
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but rather consider a teacher’s role in a way that it is presented from the view-
point of the didactical triangle in relation to student and content. They defi ne 
the teacher’s role interestingly, and the teacher’s core characters are clearly in 
focus. In a simplifi ed manner, a teacher’s main task in this context is to act in 
a way that learning occurs in students. This means the teachers’ capabilities 
with the content, as well as other capacities that relate to students. Naturally, 
the issues concerning a teacher’s authority are also in a central position and the 
concept of pedagogical authority is often presented here (cf. Burbules, 1986; 
Meri, 1998; Harjunen, 2002; Mullooly & Varenne, 2006; van Manen, 1991b, 
pp. 77–78).

It is interesting to start the consideration of the concept of pedagogical 
authority by focusing on its meanings in the original, source languages. The 
Greek term pedagogue refers, according to van Manen (1991b, p. 37), to the 
attentive slave who led (agogos) the young boy (paides) to school in loco 
parentis or parent-like relation with the child. Nowadays, the meaning of 
pedagogue refers to teacher’s responsible and intentional role in relation to 
a child in an institutional (school) context. The term authority is based on 
the Latin term auctoritas, which originally means effi ciency, productivity or 
competency (Meri, 1998, p. 37). In the German pedagogical dictionary Päda-
gogisches Lexicon (1964, p. 54; cited Meri, 1998, p. 38) authority is defi ned as 
a phenomenon, which describes interaction. Authority can be seen as a social 
role position, where a person acts as model and direction for another person. 
Authority means appreciation, which is given for a person who has achieved 
something. This differs essentially from persons’ power position and status in 
some institution. The meanings of pedagogy and authority intertwine with each 
other interestingly, and actually they together describe very well a teacher’s 
idealistic position in relation to students at school. These original meanings do 
not actually offer any foundations for the teacher’s power based authoritarian 
role that can sometimes be the case.

Jones and Jones (1981; cited Meri, 1998, p. 39) consider teacher’s author-
ity as a natural authority, which is based on a person’s ability or competence. 
A teacher’s competence means her or his knowledge about the contents and 
school subjects, ability to organise interesting lessons, ability to rule and con-
trol the situation and interaction, and ability to solve confl icts in the classroom. 
A natural authority is mainly based on a professional power, whereas authori-
tarianism leans on the legitimate power, but also on the power to reward and 
punish. According to Langeveld’s (1951, pp. 39–40) opinion, even a personal 
competence or learnedness does not guarantee an authoritarian position, but a 
person needs to have some special characters and ability to deliver her or his 
learnedness to others in order to be an authority to them. Van Manen (1991b) 
puts this in other words by saying that ‘the true authority in this encounter rests 
in the child and not in the adult’ (p. 70). This means both the teacher’s moral 
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responsibility for the student’s development and learning, which the students 
give (or do not give) to the teacher, and also the students’ own pedagogical 
authority, which they have for themselves. Meri (1998, p. 40) summarises Lan-
geveld’s central conceptions of authority into four issues as follows:

1) Authority relation has to be created consciously; a person’s characteris-
tics or position are not very meaningful in this creation process;

2) Sincerity and honesty of authority are important;
3) It is important to separate authority behavior from the exercise of pow-

er. When an authority justifi es her or his actions and opinions, her or 
his action represents more the scope of authority than the exercise of 
power;

4) The use of authority should be anchored on moral and ethical princi-
ples.

(Meri, 1998, p. 40.)

Burbules (1986, p. 108) presents quite a similar view of authority as Lan-
geveld (1951), but he sees teacher’s competence as also being important. He 
emphasises that (teacher’s) authority can be grounded in qualifi cations, which 
are defi ned consensually, and it can be bounded by limits, which are relevant 
and sensible. However, the qualifi cations should not be the only foundation of 
authority, because it is more essential to focus on its consequences. Burbules 
states, that under this kind of circumstances, authority delivers information, 
supports open and informed discussion, and maintains itself only through the 
respect and trust of those, who grant the authority. When authority manifests 
itself in this kind of manner, it truly serves human interests. Burbules (1995, 
pp. 29–30) states that traditionally a teacher is seen as raising questions, setting 
demands, delivering reliable information and giving advice. A student’s trust 
towards the teacher is the basis, on which the entitlement of teacher’s author-
ity can be based. In Burbules’ (1995, p. 30) defi nition the instructional process 
as a whole—classroom organisation, students’ guidance and students’ evalu-
ation—is included in teacher’s authority. Good interaction between teacher 
and students is required in order to carry out successful instruction. A real and 
functioning interaction requires students’ appreciation and the importance of 
interaction for students. This means that most of the traditional justifi cations 
for using authority can effectively be questioned.

After Burbules (1995, pp. 35–36) has explained his conceptions of teach-
er’s pedagogical authority as a reciprocal relation, he defi nes the following 
four viewpoints from which the authority could be defi ned:

1) Teachers’ conceptions of their identity and role as a teacher and their 
attitude towards the teaching-studying-learning process are essential, 
as well as their consciousness of students’ viewpoints. It is possible 
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to reach this kind of things through open discussion with all the par-
ticipants in the teaching-studying-learning process, when it is possible 
to understand authority as fl exible and conforming. No one has domi-
nance, but rather the authority can be found from one person to an-
other;

2) The relationship between teaching and learning is fl exible, and teach-
er’s and students’ roles change depending on the situation. Both teacher 
and students learn in the teaching-studying-learning process, and any 
person who has something to give, also has authority;

3) Listening to each other is important when authority is legitimated. It 
refl ects true consideration and interest by which it is possible to notice 
other’s voice and opinions;

4) The obviating nature of authority is central. In the short run, this means 
the striving towards an equal interaction in teaching-studying-learning 
process, and in the long run it refers to the situation, where the equality 
of competences has also been attained.

(Burbules, 1995, pp. 36–38; see also Meri, 1998, p. 44.)

According to Harjunen (2002, pp. 115–116), this kind of emphasis of teacher’s 
pedagogical authority can already be seen in Nohl’s writings in the 1930s and 
more generally in Geisteswissenschaft pedagogy, where the dialogical nature 
of educational relations is emphasised. Meri (1998, p. 47) widely deliberates 
on this kind of concept of authority without power basis that several other 
researchers (e.g. Burbules, 1986; 1995; Buchmann, 1993) have brought into 
the discussion. In a school context, Meri (1998) states, that it is diffi cult to 
distinguish between a real pedagogical authority from the usual authority, be-
cause there are not any separate control operations during teaching-studying-
learning process and teacher’s direction is continuous in it. However, he points 
out that it is possible to consider teacher’s pedagogical authority separately 
from control by emphasising the true and purposeful interaction relationship 
between students and teacher. Pedagogical authority enables a teacher’s social 
control, in which both the teacher and students trust, and it also generates posi-
tive experiences with closeness, self-esteem, security, personality, and compe-
tence especially in the students—but also in the teacher.

In my research, I have noticed both the pedagogical and controlling aspect 
in teacher’s role, and think that they both include in teacher’s pedagogical 
authority. Pedagogical authority as a character of teacher’s role does not mean 
teacher’s authoritarianism, but rather it means the difference or the asymmetry 
in the roles of teacher and students. It is formed through teacher’s relationship 
with students, and it is based on their interest, responsibility and devotion to 
the students’ studying and learning, not on teacher’s power or domination.
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2.3.1.2 Student

It is clear that the student’s role is also defi ned in the pedagogical context, 
where their main task is to study under the teacher’s infl uence by following 
the rules that the teacher gives. As an adult, the teacher usually leads the teach-
ing-studying-learning process, and student’s role is shaped along this to be a 
conformist. In other words, the student’s role is dependent on how the teacher 
as a responsible adult, defi nes their role and own position in this process. In 
the presence of a traditional, power based authoritarian teacher, a student’s 
role can be quite a narrow meaning only performing a set of tasks. At another 
extreme, in the presence of teacher without any kind of authority, a student’s 
role can be unbearable without any idea of direction of action.

The student’s role can be also considered with the concept of pedagogical 
authority by following Burbules’ (1986, 1995) and Meri’s (1998) ideas about 
it. They both present pedagogical authority as a characteristic of a teacher, but 
also as a reciprocal phenomenon, in which the authority in the teaching-study-
ing-learning process can be possessed both by the teacher and the student, de-
pending on the case, that who has something to give in situation. If a teacher’s 
conceptions of herself or himself and of teaching-studying-learning process 
allow a real and respectful interaction with students, the outcome is that the 
teacher gets her or his pedagogical authority and also a student gets their own 
as well.

The student’s pedagogical authority appears in students as their permit of 
teacher’s pedagogical authority, personal relationship with teacher, self-re-
spect, feeling of security, positive and enthusiastic attitude towards studying, 
an ability to set individual aims and goals, striving towards those personal 
goals and ability to evaluate herself or himself realistically. However, it also 
includes the students’ ability to accept disappointments and imperfectness in 
themselves as well as in others. (cf. Meri, 1998.) In other words, a student’s 
pedagogical authority expresses itself as student’s individual and responsible 
attitude and action in the teaching-studying-learning process, in which other’s 
infl uence, guidance and responsibility is taken into consideration.

2.3.1.3 Content

Researchers’ conceptions vary a lot when content as an element of didactical 
triangle is discussed, because it is not very easy to say, what the content of 
the teaching-studying-learning process is. It can be understood and defi ned 
limitedly meaning only the area of subjects taught in school, or more broadly 
when it encompasses for example the issues concerning the larger contexts and 
society (cf. Kansanen & Meri, 1999, p. 112; Kansanen, 2004, p. 71). When the 
content of didactical triangle encompasses only the subjects, and integrated 
topics taught in school, it concretely means the things that have been written in 
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the school curriculum. It encompasses both their aims and contents, and along 
with it their different characteristics. In my research, the content in didactical 
triangle is understood narrowly containing only the issues of school subjects.

Figure 2. The basic elements in the didactical triangle (cf. Kansanen & Meri, 1999, p. 
112).

2.3.2 The Relations in the Didactical Triangle

The basic elements of didactical triangle have their own interesting character-
istics, but also the relations between these factors have an important meaning 
in the wholeness. Teacher has relations with student and with content, but she 
or he also has a relation with the relation between student and content. These 
relations are considered next and especially from the teacher’s viewpoint. They 
are also illustrated in Figure 3.

2.3.2.1 Teacher’s Relation to Content

It is clear that teacher has relation to the content that she or he is teaching. As 
Kansanen and Meri (1999, p. 113) mention, this aspect focuses especially on 
teacher’s competence concerning content. Generally it means discipline-based 
content knowledge that relates primarily to curriculum questions rather than 
to questions of general pedagogy. The questions about the special nature and 
structure of each subject, their different approaches to the phenomena, as well 
as their connections between each other are seen to be relevant in this area. In 
this research, the teacher-content aspect is understood narrowly, encompassing 
only issues concerned with the subject matter. The more general pedagogical 
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and didactical questions belong to the didactical relation that is between the 
teacher and student’s studying and learning.

2.3.2.2 Student’s Relation to Content

The teacher’s relation to content in the instructional process is necessary and 
obvious, but it is also important to consider the relation between the student 
and content, which is the core of whole teaching-studying-learning process. 
Content is the focus of the student’s studying. This relation encompasses stu-
dent’s conceptions, attitudes and experiences of different subjects as well as 
her or his motivation towards them. As Kansanen and Meri (1999, p. 113) 
point out, this relation manifests itself in the student’s studying and also learn-
ing in her or his mind. The relation between student and the content is quite 
an important one, if the aims of the teaching-studying-learning process are to 
be achieved.

I have noticed the relation between student and content in my research, 
but I will not discuss it in any detail in the empirical part of my study. The 
reason for this is that the participants of my research did not express students’ 
relation to content directly when they articulated their tacit pedagogical know-
ing. Teachers did not talk directly about students’ relation to content, but they 
always talked about this dimension via the didactical relation; via the infl uence 
that they have towards students’ studying and learning. In order to clarify this 
relation, the students themselves should be researched, and it is not at the focus 
of this research.

2.3.2.3 The Pedagogical Relation: The Relation 
between Teacher and Student

The pedagogical relation between teacher and student has special qualities that 
stem from teacher’s and students’ positions in the didactical context as a whole. 
Actually, this relation describes the interaction between teacher and students 
that is an essential prerequisite for the teaching-studying-learning process to be 
generally possible. Teacher as an adult has something more than students, and 
students are dependent of teacher in many ways, so the nature of pedagogical 
relation is asymmetrical. The pedagogical relation can be compared with the 
relation between a parent and child, but in the case of teacher and student it 
is temporary in nature. The principles of democracy and dialogue belong to 
pedagogical relation, which for example Burbules (1993) has clarifi ed in de-
tail. Pedagogical relation ‘pädagogisch Verhältnis’ is one of the main concepts 
in Geisteswissenschaft pedagogy, and especially in the theory of Herman Nohl, 
who greatly follows Dilthey’s thoughts in his philosophy. About the centrality 
of pedagogical relation, or pädagogische Bezug, in education Nohl (1930; ci-
ted Klafki 1970, p. 58) has stated quite emotionally as follows ‘Die Grundlage 
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der Erziehung ist… das leidenschaftliche Verhältnis eines reifen Menschen zu 
einem werdenden Menschen, und zwar um seiner selbst willen, das er zu sei-
nem Leben und seiner Form komme’.

Klafki (1970, pp. 58–65; see also Kansanen, 2004, pp. 76–78) has unifi ed 
the essential characteristics of pedagogical relation into six basic principles, 
which are presented in the following paragraphs. Naturally, these principles 
can also be applied in the relation between teacher and student. Firstly, when 
there is a pedagogical relation between an adult and young person, the adult 
will direct her or his educating actions according to following principles, the 
principles of Geisteswissenschaft pedagogy: she or he helps the young per-
son or student in their tasks, gives her or him acceptance and appreciation, 
inspires and encourages her or him, etc. In any case, the adult’s main goal is 
to perform for the best of the young person. This kind of intensive caretaking 
from the adult’s part is necessary for young person’s physical and intellectual 
development. Secondly, the things which were presented in the previous point 
are always bound to their historical time, place and social situation, and it is 
important to discuss their meanings in each time. The conceptions concerning 
“the best of the young person” vary a lot depending on the context at issue.

In the third place, the pedagogical relation is an interactive relationship, not 
an adult’s or teacher’s one-way system for infl uencing a student. Adults have 
to take care of the young persons; help and encourage them in an altruistic way. 
The young persons or students, for their part, have to trust the adults. Thus, 
this relationship is special by nature. Fourthly, an adult or teacher is not able 
to force a young person or student into a pedagogical relation. The things like 
manipulation or insincerity do not belong to the pedagogical relation. In the 
best case, the positive atmosphere and voluntariness dominate in pedagogical 
relation.

The fi fth character, which Klafki presents, is that a pedagogical relation is 
typically impermanent in character, and this aspect has to be understood from 
the beginning of the relationship. The pedagogical relation has to change as 
a young person grows and it strives to become unnecessary. As young peo-
ple learn, develop and become more independent and mature, they are able 
to break away from this relation little by little. An educator’s or a teacher’s 
deliberate reservedness and certain distance towards the students in their care 
is needed, in order to make all this happen. As a last point, Klafki emphasises 
the future orientedness of pedagogical relation. Adults or teachers support their 
students’ studying and learning at the present moment, and focus also forward 
to their futures. From this viewpoint it is important that an adult trusts in a 
young person’s abilities, possibilities and success.

Van Manen particularly emphasises this last point of a pedagogical re-
lation, which Klafki mentioned before. Van Manen (1991b, p. 74; see also 
Klafki, 1970, p. 64) points out that a pedagogical relation has its meaning 
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in itself as an experience which will infl uence to the whole life of a student. 
From the teacher’s perspective, the relation is intentional at least in two ways, 
because a student is perceived signifi cant both as such person as she or he is 
and as such she or he will become. Teacher appreciates students as dignifi ed 
individuals, sees their possibilities and supports their development as much 
as she or he can in order that the students gain their independence. It is also 
important to realise that it is not imperative that a pedagogical relation between 
teacher and student develops. The development of this relation is essentially 
connected how a teacher has managed to achieve their pedagogical authority. 
As van Manen (1991b, pp. 74–75) mentions, a pedagogical relation builds up 
only in conditions, where both a teacher intentionally directs and shapes her 
or his infl uences towards the student, and the students respond to the teacher’s 
intentions.

The conception of a pedagogical relation has been criticized because of its 
focus on the individual student, not all the students in the whole class. How-
ever, when the didactical triangle is considered in school context it is clear that 
a group of students is almost always in question. When the pedagogical rela-
tion is considered in the interaction of teaching-studying-learning process and 
especially from the teacher’s viewpoint, as I have done in my research, several 
very interesting phenomena come into focus. As I will report later in the results 
chapter of my research, teachers have many different ways to take care of this 
relation and maintain it.

2.3.2.4 The Didactical Relation: Teachers’ Relation 
to Student’s Studying and Learning

In the previous chapter, the idea of a pedagogical relation between the adult 
and young person, or between teacher and student was considered. The peda-
gogical relation has a certain intentional nature, which means that this special 
relationship between teacher and student leads to something. The aim is that 
a young person develops and grows up in the best possible conditions. In the 
school context, this intentionality means even something else. Both teacher 
and students are oriented to the same content matter, and in addition to this, 
the teacher is oriented to teach the students. Kansanen and Meri (1999, pp. 
113–114) discuss the concept of didactical relation by referring to Klingberg 
(1995) and explain that it means the relation that a teacher has to student’s 
relation to content—in other words to a student’s studying and learning. They 
also say that the didactical relation and a teacher’s understanding of it are at the 
core of the teaching-studying-learning process.

When the didactical relation is considered from the teacher’s viewpoint, it 
would be possible to talk about their main task in the school, teaching. This 
perspective means especially those actions that teacher takes in order to pro-
mote students studying and learning. For example, these actions can be guid-
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ance, questioning or explaining, and they are done in the teacher’s own per-
sonal way. As van Manen (1991b, pp. 77–78) comments, teachers are not just 
mediators of knowledge for the students, but rather they teach them with their 
personal style. I have found out in my research that teachers have different 
ways to take care of the functioning of the didactical relation. They will be 
reported in the results chapter of this research as well.

Figure 3. The relations in the didactical triangle (cf. Kansanen & Meri, 1999, p. 114).
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3 TEACHER’S PEDAGOGICAL THINKING

In this chapter, a teacher’s pedagogical thinking and refl ection in different parts 
of the teaching-studying-learning process are clarifi ed. An important and actu-
ally the main purpose of this chapter is to situate the focus of this research, the 
phenomenon of teacher’s tacit pedagogical knowing, in the interactive phase 
of the teaching-studying-learning process, in other words in a teacher’s inter-
active thinking and action, and in relation to other phenomena around it. It is 
clear, that there are several different approaches both to the concept of teach-
er’s thinking and to the concept of refl ection. Teacher’s pedagogical thinking 
and refl ection are understood and defi ned here as conscious and intentional 
processes, in which the teacher’s practical knowledge is actively used.

3.1 The Definition of Teacher’s Pedagogical Thinking

The teacher’s thinking concerning teaching can be defi ned as pedagogical 
thinking. This thinking in an educational context is not just everyday thinking, 
but it has its special qualities and it is educational by nature. Pedagogical think-
ing is carried out in kinds of surroundings where the duties and responsibilities 
of education need to be taken into consideration. (Kansanen, 1993, p. 56; Kan-
sanen, 1995, p. 34; Kansanen, Tirri, Meri, Krokfors, Husu & Jyrhämä, 2000, p. 
2). As Kansanen et al. (2000, p. 3; see also Kansanen, 1993, p. 56; Kansanen, 
1995, p. 34) point out; the notion of ‘pedagogical’ in this case means also tak-
ing a stand. A teacher has to make decisions while she or he acts in classroom 
with students, so this kind of thinking has also its normative nature (see also 
van Manen, 1991b, p. 100). Interaction and intentionality are clearly the es-
sential qualities of teacher’s pedagogical thinking, which come to it from the 
curricular and institutional context of pedagogical thinking, as it was earlier 
explained (Kansanen, 1993, pp. 56–59; Kansanen, 1995, p. 36; Kansanen et 
al., 2000, pp. 3–4). This defi nition of teacher’s pedagogical thinking can be 
seen to serve as a broad framework, which includes different kinds of teacher’s 
thinking and actions during the different phases—pre-interactive, interactive 
and post-active—of the teaching-studying-learning process. In those phases, in 
which immediate decisions are not necessary, a teacher’s pedagogical thinking 
can also be called refl ection.

The concept of refl ection has a variety of defi nitions both in the area of 
different professional practices and in the area of teacher thinking. When the 
concept of refl ection is discussed, it is common to refer to Dewey’s (1933) 
work ‘How we think’, in which he outlines fundamental issues of refl ection. 
Dewey is seen as one of the fi rst users or even the developers of the concept. 
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He emphasises refl ection as a disciplined way of thinking, which has to be 
conducted in interaction with other people. Van Manen (1991b, p. 98) sees 
the central educational concept of refl ection as another word for thinking, but 
still meaning thinking in which choices and decisions are made in a deliberate 
way. In van Manen’s (1991a, p. 510) opinion, refl ection is possible at the mo-
ments when teachers are able to think about their experiences and actions, both 
those that they have made and those that they will make in the future. Also, 
Bengtsson (1995, p. 25; 2003, p. 296) has considered these several meanings 
and sums up different viewpoints of refl ection as follows: 1) it is something 
that occurs in action, 2) it is separated from action and is of another kind a 
cognitive activity and 3) it is itself an action, but of another kind than teaching 
action, a kind of self research.

Van Manen (1991a, 1991b) defi nes four different degrees of systematic 
refl ection, which can be seen as separate levels of refl ection, but that are still 
partly blended into each other. As far as I understand these van Manen’s de-
grees, on the one hand they describe teacher’s thinking during different phases 
of the teaching-studying-learning process, and on the other hand they all can 
appear to some extent in all the phases of the teaching-studying-learning proc-
ess.

1) Everyday thinking and acting—partly habituated, partly routinized, 
partly composed of intuitive, pre-refl ective, and semi-refl ective ration-
ality. This is the level of common-sense thinking and acting in ordinary 
life;

2) We refl ect in an incidental and limited way on our practical experiences 
in everyday life. We put our experience into language and give accounts 
of our actions: we recount incidents, tell stories, and formulate rules-of-
thumb, practical principles, do’s and don’ts, and limited insights;

3) We refl ect more systematically and in a more sustained way on our ex-
perience and others’ experience with the aim of developing theoretical 
understandings and critical insights about our everyday action. We may 
use existing theories to make further sense of these phenomena.

4) We refl ect on the way we refl ect on the form of our theorizing, in order 
to come to a more self-refl ective grasp of the nature of knowledge, how 
knowledge functions in action, and how it can be applied to our active 
understanding of our practical action.

(van Manen, 1991b, p. 100; 1991a, p. 512.)

These different variations of teachers’ thinking and refl ection in different phas-
es of instructional process are deliberated in following chapters. The consid-
eration of teacher thinking and refl ection is done by following the pre-interac-
tive, interactive and post-interactive phases of the teaching-studying learning 
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process. The idea is that this kind of classifi cation of consideration could help 
to understand better and clarify the nature and various qualities of teacher’s 
thinking, as well as to frame the phenomenon being investigated in this study.

3.1.1 Teacher’s Thinking before Interaction

Teacher’s thinking or refl ection before interaction is often called planning, 
and as van Manen (1991b, p. 101) says, it is thinking, during which delibera-
tion between alternatives, decisions concerning courses of action, plans about 
requisites and imaginations about the quality of resulting experiences are of-
ten made. This kind of thinking orientates and prepares teacher towards the 
forthcoming interactive situation. There are also other types of planning, if 
teachers’ thinking before the teaching-studying-learning process is looked at 
from a wider time or content perspective. As Clark and Peterson (1986, pp. 
260–261) point out, there are daily, weekly, long range, short range, yearly, 
and term planning as well as unit and lesson planning. Also, curriculum plan-
ning and other more general level planning activities belong to these catego-
ries mentioned here. All these different types and contents of planning are not 
considered here, but rather the quality of a teacher’s pedagogical thinking and 
refl ection in the pre-interactive phase of the teaching-studying-learning proc-
ess is briefl y examined.

Based on their teacher planning literature review, McCutcheon and Milner 
(2002, p. 82) point out that teachers plan actively, but neither by objectives 
nor by writing highly detailed plans. According to their view, teachers imag-
ine themselves implementing the plan, what they will say and ask, when to 
deliver materials, where to stand, how to organise the students. In addition to 
this, teachers anticipate possible diffi culties and solutions for them (cf. Clark, 
1988, p. 9). Van Manen (1991b, pp. 102–103) presents this same idea about 
teacher planning, but he uses the term refl ection in defi ning it. He claims that 
it is possible to defi ne at least two kinds of anticipatory refl ection: 1) system-
atic and task-oriented anticipatory refl ection, which focuses mainly on lesson 
planning and 2) anticipatory refl ection, which focuses on appropriately dealing 
with challenging or diffi cult pedagogical situations. It is understandable that 
teachers carry out the fi rst kind of preparative refl ection in the form of lesson 
planning in order to achieve successful instruction. But also the second kind of 
anticipatory refl ection is necessary, because by this kind of procedure teachers 
try to predict the course of a lesson and they will be ready for the students’ 
reactions (cf. Meri & Toom, 2006). Researches concerning only this aspect 
of anticipatory planning are not necessarily so numerous; probably it is not so 
much perceived as a planning activity. It is certainly clear that teachers’ plan-
ning, as Clark and Peterson (1986, pp. 263–267) as well as Clark and Yinger 
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(1977, p. 282) say, does not follow any straightforward model or path, but 
rather proceeds through a more complex process.

Naturally, a teacher’s thinking during the pre-interactive phase of the teach-
ing-studying-learning process has been a focus of researchers’ interest, too. In 
the teacher thinking tradition, a vast amount of research concerning teacher 
planning has been done approximately about two decades ago (cf. McCutch-
eon & Milner, 2002, p. 81). Clark and Peterson (1986, p. 260) say that research 
into teacher planning can be divided into two categories: 1) planning can be 
defi ned as a set of psychological processes where people visualize the future, 
inventory means and ends, and construct a framework to guide their future ac-
tions, or on the other hand 2) planning can be defi ned to mean the things that 
teachers do when they say that they are planning. This latter defi nition has been 
used in phenomenological or descriptive studies, where teachers have had a 
central role of where they have acted as collaborators. This division of research 
into teacher planning may more or less serve well as a basic structure in current 
research situation. There are several studies in which the nature and quality of 
teachers’ thinking during planning has been clarifi ed. Also, for example, the 
differences between novice and expert teachers’ thoughts during this phase 
have been researched.

3.1.2 Teacher’s Thinking during Interaction

When either professional’s interactive thinking in general or teacher’s interac-
tive thinking in particular are discussed, Schön’s (1983, 1987) theorisations 
of professional refl ection are always taken into consideration. Schön uses the 
terms knowing-in-action and refl ection-in-action to describe a professional’s 
thinking during action; in a teacher’s case her or his thinking in interactive 
situation. Schön’s views have been broadly well received, but they have also 
been criticized quite a lot. Schön’s conceptions of knowing-in-action and re-
fl ection-in-action are briefl y presented here, and then their suitability for teach-
er research is also considered.

Schön (1983, p. 49; 1987, p. 25) uses the term knowing-in-action to de-
scribe a kind of know-how that people express in their skillful actions, and his 
point is that knowing is in the action. Schön (1983, pp. 49–50) maintains that 
a professional’s actions depend on tacit knowing-in-action (judgments made, 
skills manifested) that she or he is not able to describe completely. This kind 
of spontaneous knowing contains rules, plans, actions, recognitions, and judg-
ments, and it does not rise from a prior intellectual operation (Schön, 1983, 
pp. 50–51). Schön gives quite a versatile description of knowing-in-action, 
and parallels the concept to some extent with Polanyi’s (1958, 1966) ideas of 
tacit knowing (cf. Schön, 1983, p. 52), but still he does not defi ne very clearly 
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what he means by it, so it is not used as a central concept in this research. 
When Schön describes the quality of knowing-in-action, the inability to de-
scribe it and its functioning are somehow similar to Polanyi’s thoughts. With 
the concept of knowing-in-action, Schön seems to mean people’s at least partly 
unconscious beliefs or conceptions.

Schön (1983) distinguishes knowing-in-action from refl ection-in-action by 
stating that during refl ection-in-action professionals also think about what they 
are doing. He separates the processes of knowing-in-action and refl ection-in-
action, but the distinction between them is not extremely clear. Professional’s 
knowing-in-action operates as long as something abnormal appears in a situ-
ation, and refl ection-in-action starts to function. (Schön, 1983, p. 54.) Schön 
(1983) states that refl ection-in-action appears in surprises in professional’s 
performance, when refl ection focuses simultaneously ‘on the outcomes of ac-
tion, the action itself, and the intuitive knowing implicit in the action’ (p. 56). 
Schön (1983, p. 50, 62) claims that refl ection-in-action in its different modes is 
a central factor when practitioners manage problematic and unclear situations 
in practice, and also in situations that relate to value confl icts. Refl ection-in-ac-
tion is not necessarily a quick process; it can last some minutes, but also even 
several months, if for example an architect’s refl ection-in-action is considered 
(Schön, 1983, p. 62). Schön explains that in refl ection-in-action, practitioners 
are confronted with challenging situations, for which they will develop a new 
way to manage a problem by refl ecting on the contextual factors that the oth-
ers as well as they themselves have brought into the situation. (Schön, 1983, 
p. 63.)

When a practitioner refl ects-in-action, she or he refl ects on the contextual 
factors in a confusing situation and creates a new way of understanding and 
solving it. Practitioners do not try to apply a specifi c technique to the problem, 
but they keep thinking and doing together. They frame the situation by defi n-
ing the means and ends interactively. Despite its unusual quality, refl ection-
in-action is not a rare event, but rather a core of practice. (Schön, 1983, pp. 
68–69.) When practitioners face problematic situations in their practice, they 
concentrate on the strange and new elements of the situation. If they perceive 
it to be a problematic one, they will construct a solution by reframing the situa-
tion. (Schön, 1983, p. 129.) Practitioners evaluate their refl ection-in-action all 
the time, and they also learn during it. As a consequence of their learning they 
build a collection of examples, images, understandings, and actions. When 
practitioners try to fi nd a solution to a unique problematic situation, they see it 
as new and unfamiliar, as well as familiar to their previous experiences already 
in their repertoire. (Schön, 1983, p. 138.) Schön points out that the preliminary 
evaluations in refl ection-in-action, also called ‘creativity’ or ‘intuition’, which 
practitioners make in problematic situations, are in a central role in their later 
actions. During these preliminary evaluations, practitioners often compare the 
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situation with their previous experiences and also, at least partly, apply their 
previous understandings in the situation. (Schön, 1983, p. 182.)

Several researchers have criticised the problematic nature of Schön’s con-
cepts knowing-in-action and refl ection-in-action and they have produced their 
own interpretations to understand them. Some of them have tried to locate 
them in the context of teachers and teaching and they have become even more 
puzzled about Schön’s notions. Munby and Russell (1989, p. 72) state that 
Schön’s knowing-in-action refers to a person’s unstatable, tacit knowledge 
which drives our actions, whereas refl ection-in-action means a professional’s 
action in a new problematic situation, in which the problem is solved by see-
ing it from a different viewpoint or in a different context. Munby and Russell 
(1989, p. 73) advise us to focus primarily on the word action in the concept of 
refl ection-in-action, not on the word refl ection in order to understand Schön’s 
thoughts better. Their interpretation is that Schön emphasises refl ection in the 
action, not thinking about action.

Eraut (1995, pp. 15–16) claims that Schön’s defi nition of refl ection-in-ac-
tion in professionals’ action can be understood at least in three ways, which 
are not in logical relation with each other: 1) refl ection-in-action as a kind of 
problem-solving, 2) only the most strategic thinking is refl ective, or 3) refl ec-
tion-in-action involves thinking at a meta level about the process in which one 
is engaged. He concludes that refl ection-in-action could be understood as an 
underlying metaprocess, but not as any process which has some characteristics 
of refl ection. Also, Bengtsson (1995, p. 29) points out that the concept of re-
fl ection-in-action has sometimes caused confusion in the way that it has been 
understood. In some occasions, it has been understood synonymously with a 
practitioner’s reaction and/or interaction with the situation, but this is not the 
case, because as Bengtsson says, ‘to react on or interact with a situation is not 
the same as to refl ect upon it’ (p. 29). Eraut (1995, p. 9) considers Schön’s no-
tion of refl ection-in-action from the viewpoint of school and its applicability in 
the school context, and sees that the concept as such does not fi t very well to 
the crowded classroom settings.

Bengtsson (1995) sees that it is diffi cult to talk about teacher’s refl ection-
in-action, if the concept of refl ection is understood as something else than just 
ordinary everyday thinking. Teachers’ everyday practice with students is so 
complicated that it is not really possible to refl ect in it. Neither is it possible to 
distance oneself for refl ection, nor is it possible to stop all the actions during 
interactive teaching. Eraut (1995, p. 14) highlights the same issue: Schön’s 
descriptions of refl ection-in-action require quick and intuitive process without 
almost any time for thinking, but at the same time Schön includes a critical and 
questioning approach in these situations. Eraut fi nds it impossible that these 
two modes of thought can operate in the same situation at the same time. Also, 
van Manen (1995, p. 48) considers critically the demand of critical refl ection 
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during action, which is put on all the teachers’ classroom actions and events. In 
his opinion, it is not possible for the teacher to act in confi dent and thoughtful 
way, and at the same time refl ect critically. This argument does not devalue the 
teacher’s professional knowledge base, but it calls for knowledge forms and 
refl ective practices that emphasise and deal with teachers’ embodied qualities 
and virtues. (van Manen, 1995, p. 48.)

Calderhead (1996, p. 710) examines this same question from the view-
point of teachers’ decision-making, which was a popular research focus dur-
ing the 1970s, and in which both refl ective decision-making during planning 
and spontaneous interactive decision-making were discovered in several stud-
ies. Despite this vast amount of research, the concept of decision-making was 
quickly perceived as inadequate to describe the wholeness of teachers’ mental 
processes. The concept of decision-making often expects both consideration 
and choice, but the teachers’ cognitions seemed also include their perceptions, 
attributions, thinking, judgments, refl ections, evaluations and routines. (Cal-
derhead, 1996, p. 710.) Because of the same reasoning, van Manen (1991b, p. 
105; 1991a, p. 513) fi nds this notion as a little bit misleading, if a teacher is 
thought to act refl ectively through constant decision making in the same way 
as professionals in medical practice or engineering. Traditionally, this kind of 
decision making is seen as applying the theoretical principles into practice, but 
this view does not suit very well the interaction in teaching, where intuitive, 
dynamic and non-rational characteristics of action are also quite a central in-
stead of mere rationality and deliberation. The reason why van Manen (1991a, 
1991b) states that the idea of teacher as a technical decision maker or always 
rational problem-solver does not fi t very well to the pedagogical context, is 
also due to the nature of pedagogical problems. Even though a teacher’s ac-
tions may even look like decision-making, this is not the case. He says that it 
is not possible to fi nd such straight answers to the pedagogical problems or 
dilemmas which a teacher has to handle in the best possible way. The diffi culty 
in the solutions of pedagogical problems is that teachers have to consider the 
meaning of the situation for the child as well as to consider the pedagogi-
cal signifi cance for themselves as teachers. (van Manen, 1991b, pp. 107–108; 
1991a, p. 515.)

Eraut (1995, p. 14) considers a teacher’s thinking and action during the les-
son and he points out, that categorically there can be two kinds of situations: 
on one hand, a teacher has to respond very quickly to students questions or 
troublesome actions during the lesson, but on the other hand, a teacher is able 
to think and even refl ect on her or his action peacefully, when the students do 
their own work and a teacher is just monitoring them. The time for refl ection is 
not extremely long, but it still makes some kind of deliberation possible. Eraut 
concludes his thoughts by saying that ‘the more refl ection assumes a critical 
function, the less appropriate it becomes to describe it as being in the action’ 
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(p. 14). Also, van Manen thinks in the same way about teacher’s interactive 
thinking as Eraut and criticises Schön’s notion of refl ection-in-action applied 
to the classroom context. Van Manen claims that interaction can include inten-
sive and quick situations with students, as well as also less intensive moments, 
in which a teacher is able to refl ect to some degree. But still, these moments 
do not allow a teacher to totally concentrate on refl ecting on her or his actions, 
take different viewpoints into consideration, think about alternative ways of 
action, think over her or his justifi cations for actions, and act along this. (van 
Manen, 1995, p. 35.) 

Johansson and Kroksmark (2004, p. 377) have the same kinds of thoughts, 
when they point out that refl ection is a way for teachers to distance themselves 
from the actual interactive teaching and reach a deeper understanding of their 
pedagogical actions. They claim that teacher’s refl ection-in-action ‘requires a 
‘freezing’ of the ongoing situation or the possibility to make it the subject of 
refl ection afterwards’ (p. 377). Based on their study of teacher’s intuition-in-
action, they propose that the latter possibility of refl ection is the only one for 
them and because of this they fi nd teacher’s refl ection-in-action impossible 
(Johansson & Kroksmark 2004, p. 377). Olson (1991) asserts that Schön’s 
concept of refl ection-in-action as a cognitive process ‘which legitimates the 
action because the rationality of the action lies in the concurrent thinking that 
goes in conjunction with it’ (p. 223). In van Manen’s (1991b, p. 98) similar 
opinion, refl ection is possible in such moments, when it is possible to make 
considerations of past experiences and actions as well as evaluations concern-
ing the future courses of action. 

Eraut (1995, p. 9) claims it is very important to take the time dimension 
into consideration, when refl ection is discussed, because quick processes differ 
notably from considerate ones. This viewpoint is not very apparent in Schön’s 
theorising. Eraut (1995, p. 14) reminds us that in busy situations, quick deci-
sions are needed, in which true refl ection is hardly possible. According to him, 
refl ection in this kind of situations can be mainly defi ned as metacognitive 
processes ‘in which the practitioner is alerted to a problem, rapidly reads the 
situation, decides what to do and proceeds in a state of continuing alertness’ 
(p. 14). This description comes close to teacher’s action in classroom settings. 
Also, van Manen (1995, p. 34) looks at the notion of refl ection problematic 
in teaching-studying-learning process as a whole. Thinking before interaction 
includes preparative thoughts, whereas thinking after interaction concentrates 
mainly on the evaluation of previous actions. The nature of thinking in inter-
action still has its own characteristics, and actually it is the most challenging 
mode of thinking in this wholeness. The concept of refl ection does not actually 
describe it very well, because the general requirements of refl ection are not 
possible in interactive teaching. From this it follows that teacher’s thinking and 
refl ection in their whole meaning are not unidimensional or simple concepts. 
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As van Manen says, the only possible way for a teacher to act in interaction, 
is to be ‘unrefl ective’, because stepping back and refl ecting on the various 
conceivable alternatives and their outcomes is not an option. In interaction 
a teacher must commit to some action—anticipated or not—and take some 
stand. (van Manen, 1995, p. 35.)

Van Manen (1991b, p. 101) proposes that a teacher’s thinking in an interac-
tive situation could be called as a certain mindfulness rather than refl ection in 
its whole meaning. He proposes that teachers’ immediate action is not a conse-
quence of stop-and-think or parallel refl ection, because they do not have time 
or opportunity to refl ect on their experiences in the middle of an action. Van 
Manen (1995, p. 36) defi nes the nature of the interactive practice of teaching 
by saying that even it is not refl ective in its whole meaning, it is still some-
thing more than blindly impulsive or routine habit in the Deweyan sense. In 
van Manen’s opinion, good teachers ‘thinkingly act’ and do things with direct 
insight in a situation. From this complexity it follows that interactive teacher 
thinking and refl ection are not straightforward phenomena, and they require 
more investigations from different viewpoints. (van Manen, 1995, p. 36, p. 40.) 
Johansson and Kroksmark (2004, pp. 357–358) share many other researchers’ 
opinion (cf. Bengtsson, 1995, p. 25), that the concept of (teacher’s) refl ection 
in interactive teaching situation, “refl ection-in-action” is diffi cult both for re-
searchers and teachers, so for this reason they have decided to use the concept 
of “intuition-in-action” to describe teacher’s interactive thinking and action in 
their research.

Teacher’s interactive thinking and acting is a kind of functioning that is 
possible to refl ect after the interactive phase of the teaching-studying-learning 
process. As van Manen (1991b, p. 108; 1991a, p. 515; 1999, pp. 68–69) says, 
teacher’s immediate action in pedagogical situations is needed; stepping back, 
analysing, deliberating between alternatives, and acting along the decided way 
is not even possible. Both temporal and contextual distancing is needed in 
order to truly refl ect on any interactive action. Exaggeratedly it can be maybe 
said that in interaction a teacher acts fi rst, and then she or he realizes what she 
or he has done. Van Manen describes a teacher’s interactive action by saying 
that it is ‘neither largely habitual nor problem solving, neither solely intellec-
tual nor solely corporeal, neither purely refl ective in a deliberative sense nor 
completely spontaneous or arbitrary’ (1991b, p. 109; 1991a, p. 516). This kind 
of thoughtful or tactful action is thinkingly attentive, and it does not distance 
itself from the situation at hand. This character separates it from refl ective ac-
tion. (van Manen, 1991b, p. 109; 1991a, p. 516.)

The quality of this kind of interactive thinking van Manen (1991b, p. 113; 
1991a, p. 519) describes by stating that both freely and carefully prepared 
plans as well as intuitive and more conscious improvisational thoughtful ac-
tion include in it. Intuitive interactive thinking is dialogic in its nature, which 
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means teacher’s openness and directness towards the students. Van Manen uses 
a concept of tact to describe a teacher’s immediate, intuitive and thoughtful ac-
tion and knowledge using in interactive phase of teaching-studying-learning 
process. All teachers’ actions in classroom have normative signifi cance: the 
aims of education as well as the means and methods used are of pedagogical 
importance and along with them, consequences for students’ learning. (van 
Manen, 1995, p. 41.) Van Manen states, that routines and personal habits play 
a central role in teacher’s interaction with students, and they are not bad things 
at all, when they are based on teacher’s conscious and careful, anticipatory 
and refl ective pedagogical decisions. They produce security and trust for the 
students, and make teachers’ actions possible, because they are not able to re-
fl ect on and make decisions of their every single action. Actually, van Manen 
(1991b) sees a teacher’s tactfulness also a kind of habit, ‘a way of relating to 
children’ (p. 120). (van Manen, 1991b, pp. 118–120.)

Also Willis (1999, p. 98) has considered the nature of interactive think-
ing, and he describes it as intuitive and contemplative, receptive and aesthetic 
form of thinking and focusing attention. He points out that during this kind of 
thinking a person’s mind does not stuck in the object to analyse and control it, 
but rather to observe it and to consider its nature. In thinking of this nature, a 
person’s consciousness is active, but the act of thinking is different. As Willis 
(1999) says, ‘it is an act of reception which holds the thinking mind back from 
closure and returns again and again to behold the object, allowing words and 
images to emerge from the contemplative engagement’ (p. 98). But still, Willis 
(1999, p. 98) reminds, that it is important not to emphasise too much the recep-
tive nature of this kind of direct knowing; all kinds of knowing still require the 
work of the knower. 

Johansson and Kroksmark (2004) clarify their idea of teacher’s intuition-
in-action instead of Schön’s refl ection-in-action as follows: teachers usually 
plan and prepare their teaching well covering the contents of lesson, organisa-
tions of teaching and studying, and the issues of motivating the students, but 
there is always the possibility in interaction that a teachers’ plans may not 
work, and they have to depend on their other possible resources. In this case it 
is more realistic, according to Johansson and Kroksmark (2004), to talk about 
teachers’ intuition-in-action in interactive phase of teaching-studying-learning 
process rather than refl ection-in-action, which is a proper model for other dis-
ciplines and professional realities, but not for educational contexts and teach-
ers’ everyday practice. (Johansson & Kroksmark 2004, p. 358.) In Johansson’s 
and Kroksmark’s (2004) study, the participating teachers clarifi ed the relation 
between teacher’s refl ection-in-action and intuition-in-action well. Teachers 
in this study stated that ‘intuition is an immediate experience of a teaching 
situation in its entirety, without any need or possibility of distance, analysis, 
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or sequencing’ (p. 377). This comes close to van Manen’s idea of teacher’s 
thoughtfulness and tact.

The nature and quality of interactive thinking, acting and decision-making 
have been studied in several professional contexts. These studies have been 
done from different viewpoints, and various different concepts have been used 
in them. One viewpoint, which for example Dreyfus and Dreyfus (1986) and 
Berliner (1995) have considered, is the differences in novice and expert pro-
fessionals’ ways of action. According to van Manen (van Manen, 1991b, pp. 
106–107; 1991a, p. 514), a teacher’s thinking and actions in the pedagogi-
cal moments of interaction of teaching-studying-learning process is neither 
so much highlighted nor understood in educational theories. Johansson and 
Kroksmark (2004) as well as van Manen (1995, p. 39) point out that teachers 
themselves are not especially well committed to the concept of refl ection-in-
action, because they see it impossible in their interactive actions. Teachers do 
not admit that they could make interactive decisions based on refl ection, but 
rather they describe their appropriate action to be thoughtful—or tactful. (van 
Manen, 1995, p. 39; 1991b, p. 118.)

In conclusion it can be stated that teacher’s interactive thinking includes 
planned activities, as well as more spontaneous activities, which stem from the 
requirements of the situation. In these moments teachers have to notice several 
viewpoints at the same time and they have to fi nd a solution, which is appropri-
ate for all concerned in the situation.

3.1.3 Teacher’s Thinking after Interaction

It is often noticed that the qualities of teacher’s thinking before and after inter-
action are quite similar, whereas interactive thinking has its specifi c nature. In 
addition to refl ection-in-action, Schön (1983, 1987) talks about refl ection-on-
action and he understands these two as different processes, although he does 
not separate them from each other very clearly. As it was mentioned before, in 
Schön’s defi nitions, refl ection-in-action is seen as an interactive process in a 
problematic situation and as an important means for professionals to develop 
their professional knowledge, whereas refl ection-on-action describes a profes-
sional’s thinking, which is focused on the professional’s (interactive) action 
more generally after it has occurred.

Eraut (1995, p. 16) views Schön’s notion of refl ection-on-action as being 
not so problematic as refl ection-in-action. It means the refl ection process in 
which people make sense of their action after it, and maybe also learn some-
thing from their actions. These understandings which have been gained through 
refl ection-on-action can benefi t a person’s action in the future. Shulman (1987, 
p. 19) sees refl ection as a teacher’s own evaluation process after the interactive 
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situation, in which the teacher ‘looks back at the teaching and learning that has 
occurred, and reconstructs, re-enacts, and/or recaptures the events, emotions 
and the accomplishments’ (p. 19). Eraut (1995, p. 9, p. 16) rethinks the key 
prepositions in Schön’s concepts of refl ection-in-action and refl ection-on-ac-
tion. He proposes changes, in which in refers to context of action, on refers to 
focus of action and for refers to purpose of action. Also, van Manen (1991a) 
views a teacher’s refl ection as quite a complicated phenomenon and presents 
thoughts about refl ection similar to those of Eraut. Van Manen (1991a) thinks 
it is important to distinguish between ‘refl ection on experiences and refl ection 
on the conditions that shape our pedagogical experiences’ (p. 511).

Dewey’s (1933) conceptions of refl ection fi t to the post-interactive phase 
of the teaching-studying-learning process better than they do to the interaction. 
Rodgers (2002) has studied Dewey’s ideas of refl ection and she sums up four 
criteria of refl ection as follows:

1) Refl ection is a meaning making process that moves a learner from one 
experience into the next with deeper understanding of its relationships 
with and connections to other experiences and ideas. It is the thread 
that makes continuity of learning possible, and ensures the progress of 
the individual and, ultimately, society. It is a means to essentially moral 
ends;

2) Refl ection is a systematic, rigorous, disciplined way of thinking, with 
its roots in scientifi c inquiry;

3) Refl ection needs to happen in community, in interaction with others;
4) Refl ection requires attitudes that value the personal and intellectual 

growth of oneself and of others.
(Rodgers, 2002, p. 845.)

It was previously explained that teacher’s interactive thinking operates in a 
more or less immediate way and it is greatly defi ned by teachers’ personal 
orientation towards others and towards their work and life in general, rather 
than a set of technical skills or competencies. Because of this, refl ection after 
interaction is important. On one hand it operates in making sense of past situa-
tions, and on the other hand it may operate in producing new understandings of 
the necessary actions to take with students. In order to carry out true refl ection, 
both contextual and temporal distance from situations is needed. Under this 
kind of circumstances, it is possible to uncover the deeper and also partly un-
conscious meanings as well as the signifi cance of situations from teachers’ as 
well as students’ viewpoints. (van Manen, 1991b, pp. 100–101; 1991a, p. 510.) 
In post-active refl ection, teachers can consider the goodness and righteousness 
of their actions; they can understand their abilities to interact with students and 
even more importantly, with themselves as a pedagogue. (van Manen, 1991b, 
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p. 116, 205.) Because of these reasons, van Manen (1991b) emphasises the 
importance of post-interactive refl ection, in which the meanings and signifi -
cance of pedagogical actions are considered. He states that ‘the pedagogical 
moment requires not so much refl ection in action than refl ection on action’ (p. 
115). Van Manen (1991b, pp. 122–123; 1995, p. 33) says, that actually, a teach-
er’s thoughtful action stems from non-interactive refl ection, through which a 
teacher can adopt a mindful way of treating students. Van Manen (1991a, p. 
534) claims that the pedagogical perceptiveness is inherent in the thoughtful-
ness and tact, and a way to embody tact is to get the experiences of teaching 
and to refl ect on these experiences.

Pedagogical thinking after the interactive phase of the teaching-studying-
learning process can be looked at as an activity through which teachers refl ect 
on their professional actions and experiences and enrich their practical knowl-
edge base. The process of refl ection produces teacher’s practical knowledge. 
When teachers refl ect the pedagogical moments of their teaching, their profes-
sional knowledge base widens.

3.2 Conclusion of Teacher’s Pedagogical Thinking 
in the Teaching-Studying-Learning Process

After considering a teacher’s thinking and refl ection in the different phases of 
the teaching-studying-learning process, it is still important to look at them as 
a whole, although Calderhead (1989, p. 45) says that there is a diffi culty in de-
fi ning refl ection precisely. However, as a conclusion to this consideration, van 
Manen’s (1991a, pp. 512–513) summary of these different modes of refl ection 
is presented anyway. All these four different types of refl ection that van Manen 
mentions have their important and independent roles in the wholeness of the 
teaching-studying-learning process, but they still are in reciprocal relation and 
complete each other.

(i) ANTICIPATORY REFLECTION (before interaction)
- enables us to deliberate about possible alternatives
- enables us to decide on courses of action
- enables us to plan the kinds of things we need to do
- enables us to anticipate the experiences we and other may have as a 

result of expected events or of our planned actions
- helps us to approach situations and other people in an organized, 

prepared way
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(ii) ACTIVE OR INTERACTIVE REFLECTION (during interaction)
- allows us to come to terms with the situation or problem with which 

we are immediately confronted
- permits us to make decisions virtually on the spur of the moment

(iii) RECOLLECTIVE REFLECTION (after interaction)
- helps us to make sense of past experiences and thus gain new or 

deeper insights into the meaning of the experiences we have with 
children

- enables us to become more experienced practitioners as teachers

(iv) DIFFERENT TYPE OF REFLECTION: MINDFULNESS (during 
interaction)
- is a common experience composed of the interactive pedagogical 

moment itself
- distinguishes the interaction of tactful pedagogues from the other 

forms of acting
- is not usually produced by refl ection, but this interactive expe-

rience or ‘rush’ itself may be mindful (van Manen, 1991a, pp. 
512–513; Italic texts added by the author)

The focus of this research, teacher’s tacit pedagogical knowing, is placed in the 
interactive phase of the teaching-studying-learning process. Its quality is not 
primarily similar to van Manen’s (iii) interactive refl ection, but it comes closer 
to a different type of interactive refl ection, (iv) mindfulness, as van Manen 
calls it in his categorisation. As it probably has become clear, there are rational 
and conscious, as well as intuitive elements in the phenomenon of teacher’s 
pedagogical thinking and refl ection and they have been considered here from 
different viewpoints during the phases of the teaching-studying-learning proc-
ess. But still, the phenomenon of teacher’s tacit pedagogical knowing has its 
own specifi c qualities that require more careful examination, so that its char-
acter will be understood. Thus, the nature and quality of teacher’s tacit peda-
gogical knowing are clarifi ed next in Chapter 4 in order to explain it in a more 
detailed way.
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4 TEACHER’S TACIT PEDAGOGICAL KNOWING

In this chapter the concepts of tacit knowledge and tacit knowing are clari-
fi ed. There is not a clear understanding of the meanings of these concepts, but 
rather their complexity is commonly admitted. The conceptual review here is 
made in order to strive to understand better the wholeness of the phenomenon 
of tacit knowing and especially in the context of teaching. First some general 
defi nitions of tacit knowledge and tacit knowing are presented. Then the con-
cepts of tacit knowledge and tacit knowing are clarifi ed by considering skills, 
competence, the question of explication, and the question of argumentation. In 
addition to this, the structure, the context, the contents and the function of tacit 
knowing in pedagogical framework are discussed. At the end of this chapter, 
the defi nitions of tacit pedagogical knowledge and tacit pedagogical knowing 
in this research are presented.

4.1 Tacit Knowledge—Tacit Knowing

The concepts of tacit knowledge and tacit knowing have raised a lot of discus-
sion among the philosophers and epistemologists (e.g. Polanyi, 1966; Witt-
genstein, 1922 (ref. Rolf, 1995, pp. 39); Rolf, 1995), theologians (e.g. Koi-
vunen, 1997; Sanders, 1988), social scientists (Gourlay, 2002, 2004; Sveiby, 
1994) and even among the researchers of teacher’s knowledge and knowing 
(Fenstermacher, 1994; Hager, 2000; Orton, 1993). Within the research on the 
master-apprentice -relationship various defi nitions concerning the concept 
have appeared (e.g. Jernström, 2000; Göranzon & Florin, 1992) as well. Tacit 
knowledge has also been discussed in the framework of business, where it is 
mainly defi ned as a feature of organization (e.g. Nonaka & Takeuchi, 1995). 
When tacit knowledge is discussed in this context, it is seen as a common and 
shared knowledge base and social wealth, a communal and shared feature of 
all persons in a particular organization. Tacit knowledge appears also regularly 
in social discourse, where it seems to be a “buzz” word connected to profes-
sionals, but still without a clear defi nition.

In my opinion, a great amount of this discussion and criticism concerning 
tacit knowledge and tacit knowing are fi nally related to the central questions of 
the defi nition of knowledge: 1) How is the content of knowledge defi ned? In a 
broad sense, encompassing almost all kinds of both conscious and unconscious 
human acts, or in a more narrow sense, encompassing only a few acts defi ned 
somehow? 2) Is the demand of explication linked to all knowledge? 3) Is the 
demand of argumentation linked to all knowledge? 4) Is the research interest 
focused on the content of tacit knowledge or on the use of tacit knowledge, 
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meaning the process of tacit knowing? In spite of this large and complex area, 
I start my consideration about tacit knowledge and tacit knowing by referring 
to some central researchers’ viewpoints on this issue.

4.1.1 Some General Defi nitions of Tacit Knowledge—Knowing

The theory of Polanyi (1958, 1966) is a theory of knowledge and it deals with 
(tacit) knowledge in a large defi nition, although he talks about both tacit know-
ing and tacit knowledge in turn. According to Rolf (1995) and Bordum (2002, 
p. 50), Michael Polanyi introduced the concept of tacit knowing and the idea 
of knowledge as tacit in his book Personal Knowledge. A couple of years later 
in 1966 he published the book The Tacit Dimension, in which he elaborated the 
concept further. The basic and often cited idea of Polanyi’s (1966) conception 
of human knowledge is that ‘we can know more than we can tell’ (p. 4). On 
the one hand this fact is obvious for him, but on the other hand he continues by 
saying that it is not easy to defi ne what it actually means. Rolf (1995) interprets 
and clarifi es Polanyi’s thoughts about the tacit dimension; more precisely con-
cerning “tacit knowing” or “tacit knowledge”, and he states the following:

‘When a person orientates herself of himself to reality, she or he considers or han-
dles, guides her or his actions with a knowledge which functions in silence or in tac-
itness. In tacitness the traditions and subjectivity are united. The unifi cation gives 
her or him a way to orientate herself or himself towards reality. Polanyi focuses his 
consideration on the “tacit dimension” of knowledge and acting, where the culture 
and the individual meet each other. From this tacit dimension she or he is able to 
fi nd the resource, which is known by concepts such as “tacit knowing” or “tacit 
knowledge”’ 

(Rolf, 1995, pp. 20–21).

Polanyi (1966) himself clarifi es his conception by presenting several examples 
of situations where tacit knowledge is “activated” and one of the well-known 
examples goes as follows: ‘We know a person’s face, and can recognize it 
among a thousand, indeed among a million. Yet we usually cannot tell how 
we recognize a face we know’ (p. 4). Jernström (2000, p. 25) defi nes the con-
cept of tacit knowledge by referring to Wittgenstein’s (1922) philosophy and 
Polanyi’s ideas and links the concept of tacit knowledge closely around the 
master-apprentice -relationship. She sees tacit knowledge essentially emerg-
ing from their experiences. Jernström declares that tacit knowledge could be 
found in situations where the master and apprentices act, but she has questions 
about the formation and the content of these situations. Molander (1992, p. 
22) and Johannessen (1992) defi ne tacit, silent knowledge as confi dence in ac-
tion. Fenstermacher (1994, p. 20) comments that Polanyi’s conception of tacit 
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knowledge is usually considered as a subspecies of the three traditional episte-
mological knowledge categories, which were presented earlier in Chapter 2.

Rolf (1995) has examined carefully the concept of tacit knowledge, espe-
cially in the philosophy of Michael Polanyi. At the beginning of his analysis he 
constructed the underlying table (Table 1), in which the right side of the table 
describes very well the vague understanding that is connected to the area of 
tacit knowledge and knowing and which could be extended infi nitely (cf. Hag-
er, 2000, pp. 285–286). Rolf mentions, that the concept of tacit knowledge is 
often used, when there is scepticism towards rationality or some other concepts 
on the left side of the table (Rolf, 1995, pp. 13–14; see also Molander, 1992, 
p. 22). The practical concepts on the right side of the table do not formulate a 
clear defi nition of tacit knowledge, but it has also to be said that the rational or 
theoretical left side is not any clearer. In spite of these diffi culties and vague 
understandings around the concepts of tacit knowledge and knowing, it is pos-
sible to structure them in an understandable way.

Table 1. Some understandings of tacit knowledge that appear in scientifi c and social 
discussions (Rolf, 1995, pp. 13–14).

 Non-tacit knowledge Tacit knowledge
___________________________________________________________________________________________________________________________________________________________

theory, formal models experience
abstract concrete
explained self experienced
logical (consistent) and irrelevant vague but relevant
specialized diffuse
scientifi c out of scientifi c
universally valid regionally valid
context free context bound
analytical synthetic
intersubjective bound to person
word action
impersonal, irresponsible personal, morally mature
manipulation of research subject empathy towards research subject
anchored to rationality  anchored to emotions
objective observer participative actor
technocratic humanistic
advance optimism scepticism based on tradition
social engineering sensitive understanding for tradition’s voice
mediated by text books mediated by traditions
mediated by rules mediated by examples
education technocracy master-apprentice—relationship
possible to verbalise impossible to verbalise
rationalism traditionalism
clear unclear
critical openness trust to constant
radicalizing conserving
youthful quaint
cosmopolitanly oriented locally anchored

___________________________________________________________________________________________________________________________________________________________
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Rolf (1995, p. 27) structures the scope of tacit knowledge by presenting a 
classifi cation that consists of three categories: 1) origin of knowledge, 2) con-
tent of knowledge and 3) function of knowledge. These categories describe 
the possible focuses that can be emphasised in the different theories of tacit 
knowledge and knowing. When Rolf’s categorisation is considered in the con-
text of teacher knowledge research, it can be completed with two additional 
categories 4) refl ection of knowledge and 5) infl uences of knowledge. Rolf’s 
way to present the categories in Figure 4 illustrates also the wholeness of tacit 
knowledge, and the relations between the different categories. Text in Italics 
and the additions in grey have been added by the author, and they focus this 
categorisation more on the central areas of teacher knowledge research.

Figure 4. Rolf’s (1995, p. 27) categorization of the conceptions of tacit knowledge. The 
Italic and grey additions are due the author.

Firstly, tacit knowledge can be considered from the viewpoint of the processes 
through which the accumulation of tacit knowledge happens. Tacit knowledge 
can be accumulated along with a person’s own experiences or in apprentice-
ship. The origin of knowledge -category encompasses the kinds of conceptions 
that emphasize the factors, events and developments by which a person knows 
or can do some things. In other words, it describes the sources from which the 
professionals—including teachers—have obtained their personal tacit knowl-
edge. For example, Argyris’ and Schön’s (1974) theory of action, which em-
phasises the signifi cance of person’s theories-in-use in action and espoused 
theories, can be placed in this category. Secondly, some theories clarify the 
implicit content of tacit knowledge and they are placed in the second category. 
For example, several researches into teachers’ personal beliefs, belief systems, 
and attitudes belong to this category (cf. Meri, 1998; Pietilä, 2002). Thirdly, 
Polanyi’s theory is placed in the function of knowledge -category, and people’s 
use of tacit knowledge is expressed in their abilities to mobilize knowledge, 

CONTENT OF KNOWLEDGE

What is known: statements, skills,

valuations, attitudes

Teacher’s implicit tacit knowl-
edge: beliefs and values

ORIGIN OF KNOWLEDGE

How the knowledge is acquired:

training, experiences, narratives,

master – apprentice -relationship
Teachers’ experiences

FUNCTION OF KNOWLEDGE

For what the knowledge is used:

organize, sort out, clarify, foresee,

handle, describe, manipulate

Teacher’s tacit pedagogical
knowing

REFLECTION OF

KNOWLEDGE

Thinking about the use

of knowledge

Teacher’s awareness of her or
his tacit knowing

INFLUENCES OF

KNOWLEDGE

The influences of the use of

knowledge to other people

Teacher’s awareness of the influ-
ences of her or his tacit knowing



Teacher’s Tacit Pedagogical Knowing 53

when they are using their knowledge. In other words, knowledge is used in-
strument-wise and that is why it is named “tacit”. (Rolf, 1995, pp. 27–28.) 
This shows that “knowledge” is used here in Polanyi’s theory in a broad sense 
covering skills and attitudes, and it comes close to “competence” or element of 
competence. Thus, the concept of teacher’s tacit pedagogical knowing could 
be used here to describe the teacher’s active use of their tacit knowledge in a 
pedagogical context. Fourthly, several researches in the area of teacher research 
emphasise the importance of refl ection of one’s own actions in classroom with 
students. These studies are located to this category. And fi fthly, some stud-
ies clarify the infl uences that teachers’ use of their tacit knowledge has on 
students. For example, studies on hidden curriculum belong to this category. 
In Table 2 a short summary of studies is presented, in which researchers have 
investigated the different sides of tacit knowledge or knowing. The structure in 
the table follows Rolf’s categorization which was presented in Figure 4.

Table 2. Some researches into tacit knowledge and tacit knowing in general and in the 
area of teacher thinking and knowledge categorized partly according to Rolf’s (1995) 
classifi cation.

FOCUS OF THE 
RESEARCH

DESCRIPTION OF THE 
RESEARCH FOCUS

RESEARCH

Origin of tacit 
knowledge

- researches of learning in 
master-apprentice relation

Argyris & Schön (1974)
Jernström (2000)

Content of tacit 
knowledge

- beliefs, attitudes, and 
values behind teacher’s 
thoughts and actions

Meri (1998)
Talib (1999)
Pietilä (2002)

Function of tacit 
knowledge=tacit 
knowing

- clarifying the contents of the 
process of tacit knowing

Polanyi (1966)
van Manen (1991b)
Richardson & Fallona (2001)
Johansson & Kroksmark (2004)
Rodgers & Raider-Roth (2006)
Wubbels, den Brok, Veldman 
& van Tartwijk (2006)

Refl ection of 
tacit knowing

- the importance of be-
coming aware of one’s 
own tacit knowledge

- implications of awareness 
for professional development

Freeman (1991)
Willis (1999)
Griffi n (2003)
Romano (2004)

Infl uences of 
tacit knowing
to other people

- what kind of infl uences the 
use of knowledge has to 
other people, to students

- researches on hid-
den curriculum

Jackson (1968)
Broady (1981)
Meri (1992)
Zellermayer & Ronn (1999)
Angelides & Ainscow (2000)
Husu (2005)
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4.1.2 The Position of Skills in Tacit Knowledge—Knowing

When tacit knowledge or tacit knowing is considered, the concept of skill is al-
ways examined. In contrast to Polanyi’s or Rolf’s larger view of knowledge, a 
skill can be considered in Niiniluoto’s (1996, p. 51) opinion only as a pre-stage 
of knowledge, not knowledge as such. Niiniluoto as an epistemologist repre-
sents a narrower, more traditional view of knowledge. He claims that these 
kinds of skills are learned, instead of expressed rules, through trial and error, 
imitation or model learning as in a master-apprentice -relation (cf. Rolf, 1995, 
p. 116). A good example of skill in this sense is language learning, where the 
language, vocabulary and grammar are absorbed, although the rules of infl ec-
tion or sentences are not explicated. This kind of knowledge about grammar is 
tacit knowledge: it is possible to act according to the rules, but it is impossible 
to form and explicate their content. In Niiniluoto’s opinion in such case, tacit 
knowledge is non-verbal; this is in contrast to verbal or propositional knowl-
edge, which is expressed in the form of declarative sentences. The different 
forms of tacit knowledge are in important part of human action in everyday 
life, in sports, in the trade of craftsmen and in the arts. (Niiniluoto, 1996, p. 
51.) In Polanyi’s (1966) opinion, it has also a crucial role in scientist’s ways 
of doing research.

Argyris and Schön (1974, p. viii), who have studied the profi cient perform-
ance of professionals, fi rst founded their considerations around the concept of 
skill. Instead of the concept of skill, they now talk about two kinds of theories 
of action, which describe the complexity of thinking and action. Operational 
theories of action, theories-in-use, are tacit knowledge or knowing which ap-
pear in person’s action and they differ from explicit espoused theories that 
are used to describe and justify behavior. Skills are, according to Argyris and 
Schön (1974), dimensions of the ability to behave effectively in situations of 
action. They see the term skill to be a hybrid that refers both to concrete be-
havior and to theories of action. A person is called skillful, if she or he behaves 
continuously according to skills. According to Argyris and Schön (1974), it is 
possible to construct skills explicitly, but they point out that it is problematic 
to construct skills to a complete verbal form; and if they are in verbal form, the 
content is really informational. (Argyris & Schön, 1974, p. 12.)

These considerations of Argyris and Schön (1974) about learning a skill 
correspond to learning to act in compliance with a new theory of action. In 
both of these cases, it is important ‘to practice, to develop and draw on tacit 
knowledge, and to be in a learning situation that permits a reinforcing cycle of 
feeling and performance to begin’ (p. 14). Much learning occurs through imita-
tion in a nonverbal way, certainly not always in a way that the explicit verbal 
formulation of theory-in-use would be learned fi rst. Learning may also happen 
when somebody criticizes another’s actions and suggests some changes which 
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can be made, but not trying to formulate the theory of action linked to the 
actions. In other words, a teacher may be able to notice mistakes in a skillful 
action even though she or he does not possess the explicit theory of action. The 
teacher can guide students to link components of behavior that exist already 
in their repertoire, or to draw on their already known performances. (Argyris 
& Schön, 1974, p. 14.) Argyris’ and Schön’s view of skill is considered from 
different a basis to Niiniluoto’s, but their views are congruent in the fact that 
action can produce skills without their verbal explication.

Also, Eraut (1994, pp. 111–112), as a researcher on the issues of profes-
sional action and development, writes about the variety of meanings given to 
the concept of skill, and he concludes that common to them all is a positive ref-
erence to competence. He himself talks rather about skilled behaviour mean-
ing ‘a complex sequence of actions which has become so routinized through 
practice and experience that it is performed almost automatically’ (p. 111). 
Along with routinization, a decrease in self-consciousness happens and the 
knowledge of how to do things, for example to teach, becomes not so easy to 
explain. If Eraut’s defi nition of skill is compared with Niiniluoto’s or Argyris’ 
and Schön’s defi nition, it is easy to see that they consider skill from reverse 
directions. Niiniluoto as well as Argyris and Schön see skill as a kind of pre-
stage of knowledge, while Eraut sees it as learned action, which has previously 
been explicit, but which is later routinized.

4.1.3 The Consideration of Competence with 
Tacit Knowledge—Knowing

When professionals’ tacit knowing and skillful actions are examined, the con-
cepts of know-how and competence are normally part of the discussion. Within 
teacher research, a signifi cant factor behind teacher competence discussion and 
research has also been the offi cial standards of teacher competence and com-
petence-based teacher education, which have been in use in the USA since the 
1980s (cf. Hager, 1993; Eraut, 1994, p. 169). When competence is considered 
even more thoughtfully than at the level of offi cial standards, it can be seen 
to be connected with the profession’s tradition, which has always defi ned and 
which still defi nes its contents and quality, as for example in Polanyi’s (1958, 
1966) views.

Also, Niiniluoto (1996) who is an epistemologist approaches this issue. He 
considers the question of explication of knowledge that is linked to expertise, 
and he examines the relations between the concepts of ability or skill, know-
how and knowledge. He refers to the distinction, which Ryle (1949) made in 
his book The Concept of Mind, where he postulates two kinds of knowledge, 
which he calls knowing how and knowing that. The last one of these types is 
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propositional: if I know that the Earth is round, the content of my knowledge 
can be expressed in declarative sentence ‘The Earth is round’. Ryle, and also 
Polanyi and Rolf in my opinion, opposed the “intellectual myth”, according to 
which also know-how would return to propositional knowing, because it can 
be hidden knowledge by nature or an ability which cannot be explicated in the 
form of following verbally formed rules (for example, ‘I know how to speak 
Finnish’). (Niiniluoto, 1996, pp. 52–53.)

Niiniluoto (1996, p. 53) still thinks that it is important also to make a dis-
tinction between mere ability or skill and know-how. Although I know how 
to make a knot with the rope, I can not tie it by myself. Although I know how 
to make a loop in fi gure skating, I am not able to do it on ice. In reverse—as 
we have seen—ability or skill is not followed by a capability to tell or know, 
how something is done. Know-how differs from mere ability or skill here, in 
that it involves both the ability to act and it is also explicable verbally in sen-
tences concerning the most effective way to practice or exercise some skill. 
(Niiniluoto, 1996, p. 53.)

Know-how, when it is understood in this way, is according to Niiniluoto 
(1996, p. 53) a special sort of propositional knowledge, which expresses the 
instrumental knowledge about the relations between means and goals, as in the 
sentences below:

If you want to heal a patient, give him this medicine;
If you want a strong building, use these materials;
If you want to increase the productivity of a fi eld, use these fertilizers;
If you want to reduce pollution in a lake, decrease waste emissions;
If you want to decrease birth rate, raise the standard of living and social 
security;
If you want to increase the probability of peace, try to obtain a disarmament 
treaty.

(Niiniluoto, 1996, p. 53.)

As we can see, this view is similar to Fenstermacher’s (1994, p. 46; see also 
Fenstermacher & Richardson, 1993; Vásquez-Levy, 1993) concept of teach-
er’s practical argument. He sees that it is possible for teachers to argument their 
skillful action (or their tacit pedagogical knowing in this research) in the same 
way as Niiniluoto presents here, if the teacher is asked to do it.

Argyris and Schön (1974, p. 5) also clarify the form of theories of action, 
which can be compared with Niiniluoto’s previously presented views, although 
Argyris’ and Schön’s viewpoint is a psychological one. They state that people’s 
deliberate behavior can be understood as the consequence of their theories of 
action, and then we explain or predict their behavior by attributing to her or 
him a theory of action. All these theories of action have, according to Argyris 
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and Schön, the same form: in situation S, if you want to achieve consequence 
C, do A. Therefore as we can see, theories of action have the same form as 
know-how or propositional knowledge in Niiniluoto’s (1996) defi nitions and 
in Fenstermacher’s (1994) thought of teacher’s practical argument. Argyris 
and Schön (1974) complete the previous by stating that theories of action do 
not hold when they are put into such simple form, because they depend on a 
set of stated or unstated assumptions. In order to state an inclusive statement 
of a theory of action, we should add a long list of assumptions to it to cover 
all the conditions, and under them to produce the desired result. So then, a full 
schema for a theory of action would be exactly: in situation S, if you want to 
achieve consequence C, under assumptions a

1
 … a

n
, do A. (Argyris & Schön, 

1974, pp. 5–6.)
From the subjective viewpoint, a person’s theory of action is normative 

for her or him, and it is a theory of control. According to Argyris and Schön 
(1974, p. 6), this means that it defi nes what to do in order to achieve certain 
results. However, somebody can explain my behavior and attribute to me a 
theory of action that accounts for the deliberate behavior he observes. In this 
respect, these theories are also explanatory and predictive. Thus, in Argyris 
and Schön’s (1974) words, ‘a theory of action is a theory of deliberate human 
behavior, which is for the agent a theory of control but which, when attributed 
to agent, also serves to explain or predict his behavior (p. 6)’. As Argyris and 
Schön (1974) have already stated, a theory of action comes true in terms of 
a particular situation, S, and it is followed by a particular consequence, C. A 
practice, for its part, is a sequence of actions undertaken by a person to serve 
others, who are considered clients. Each action in the series of actions repeat 
some aspects of other actions in the series, but they all are also unique in some 
way. A theory of practice rests on the theories of action and it is formed of 
a set of interrelated theories of action that specify for the situations of the 
practice the actions that will produce desired consequences under the relevant 
assumptions. Theories of practice usually contain theories of intervention; in 
other words, theories of action which aim to enhance effectiveness. (Argyris 
& Schön, 1974, p. 6.)

Westera (2001, p. 78) considers the concept of competence, which has sev-
eral different descriptions. In his defi nition, competence is strongly connected 
with the ability to handle different complex situations, and it also encompasses 
the ability to explain how knowledge and skills are used in a functional way 
(Westera 2001. p. 75). Westera (2001, p. 79) refers to Anderson’s defi nition of 
competence (1992), where the difference between abilities and competences 
is made: abilities represent the operational outcomes of tests, but competences 
represent the underlying cognitive functioning. It can be seen that this defi ni-
tion is similar to Niiniluoto’s ideas. In a simplifi ed manner, competence means 
the effective use of knowledge and skills in specifi c complex contexts. How-
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ever, Westera (2001, p. 79) points out that the appropriate knowledge and skills 
are not enough to produce appropriate actions; also the ability to choose the 
relevant knowledge and skills for a specifi c context is needed in order to be-
have effectively and meaningfully. This means that competences are needed 
and used in complicated situations—for example in the teaching-studying-
learning process—where the clear solutions to problems are not possible.

Competence can be considered, according to Westera (2001, p. 80), both 
from theoretical and from operational perspective: theoretically competence is 
a cognitive structure that supports specifi ed behaviours; operationally compe-
tences encompass a variety of skills and behaviours that make possible the ac-
tion in complicated, changeable situations. Knowledge, skills, attitudes, meta-
cognition and strategic thinking are included in this defi nition, and it assumes 
conscious and intentional decision-making. Westera (2001, p. 81) clarifi es the 
operational competence further by saying that the theoretical and practical 
knowledge, which is in individual’s cognitive structures, can be made availa-
ble to the outside world by reproductive skills (for example, speech or writing) 
or these structures can turn out to be supportive to skills and skilled behaviour. 
In normal situations, human actions and behaviours are often mainly automat-
ed, even though sometimes conscious thinking is demanded. In exceptional 
and complex situations, competences are needed to unite cognitive knowledge 
skills and particular attitudes. In conclusion it can be said that competences 
have a mental component, which presents thinking and a behavioural compo-
nent, which presents competent action. (Westera, 2001, p. 81.)

Korthagen (2004, pp. 80–81) clarifi es teachers’ competencies as integrated 
bodies of knowledge, skills and attitudes. Competencies represent a potential 
for behavior and, if necessary, they are really put into practice and then ex-
pressed in behavior. He emphasises the central role of a teacher’s beliefs in 
determining person’s competencies. Understandably, Korthagen’s defi nitions 
for competencies are narrower than the previous ones concerning competence, 
because Eraut (1994, p. 179) explains that competence has a holistic meaning 
and it refers to a person’s overall capacity and competencies refer to specifi c 
capabilities. In other words, competency consists of competencies, so this kind 
of conceptual difference has not so much to do with practice.

In so far as I have interpreted Polanyi’s thoughts, some of his notions of 
tacit knowledge and tacit knowing could be understood in the same way as Ni-
iniluoto (1996) describes the concept of know-how and as Westera (2001) the 
concept of competence, and as Korthagen (2004) the entity of competencies. 
Argyris’ and Schön’s (1974) theories of action also come close to these issues 
in many ways, although they consider the phenomenon from a psychological 
viewpoint. Rolf (1995, p. 125) sees Polanyi’s view of tacit knowing to be a 
precondition for competence, and he points out that Polanyi emphasises the 
underlying infl uence of tradition on a person’s competence. This means, that 
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competence is a relational term and expresses the connections between an in-
dividual and the (professional) community. Tradition appears in people’s com-
petence through their ways of action and attitudes. Korthagen (2004) mentions 
this same thing by pointing out that a person’s beliefs infl uence behind her or 
his competencies just in the same way as tacit knowledge is seen to include a 
person’s beliefs, attitudes and values. He also says that the competencies are 
put into practice if that is needed. Analogically, the process of tacit knowing 
expresses a person’s tacit knowledge. As distinct from mere tacit knowledge, 
tacit knowing means the use of professional knowledge, and skillful action and 
it is possible to explicate verbally.

4.1.4 The Question of Explication of Tacit Knowledge—Knowing

Both the notions of tacit knowledge and tacit knowing in general, and Polanyi’s 
(1966) inventive and creative notions of them in particular, have elicited a lot 
of criticism and doubt for example because of their unclear relation to tradi-
tional epistemological issues. Polanyi is always mentioned to be among the fi rst 
philosophers who contemplated tacit knowledge and tacit knowing. The most 
interesting parts of Polanyi’s philosophy, according to the Swedish researcher, 
Bertil Rolf (1995, p. 15), are those where he analyses professional knowledge 
and the development of knowledge in social contexts, because Rolf fi nds them 
even more mature than current ones. He looks at knowledge in a broad sense, 
which means that tacit knowledge encompasses intellectual knowledge, and 
also other areas of a person’s capability, for example skills and abilities. Some 
parts in his theory are thought to be inadequate and defective anyway, without 
well-defi ned analysis (Rolf, 1995, p. 15; Fenstermacher, 1994, p. 20). In Rolf’s 
(1995, p. 31) opinion, a common argument against “tacit knowledge” is based 
on the claim that everything that is called knowledge is verbalised. Thinking is 
social or cultural by nature, and it consists of operations with language or with 
verbal symbols. Language is made up of human and social conventions. These 
are very strict terms for “knowledge”.

Polanyi (1966) comments on this question of explication in his texts, and 
according to him, most of this knowledge, which appears in the recognition of 
faces, cannot be put into words. However he states, that it is possible to com-
municate much of this knowledge, if we are given suitable ways for articulat-
ing ourselves. But not even the proper ways or methods change the fact that 
‘previous to it we did know more than we could tell at the time’ (p. 5). Besides, 
the methods can be used to clarify, how to match the features we remember 
with those that are shown to us, and we cannot tell how we do this. This act of 
communication shows a knowledge that we are not able to tell. (Polanyi, 1966, 
pp. 4–5.)
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Rolf (1995) carefully considers the concept of tacit by referring to Long-
man’s (1984) dictionary, in which ‘tacit’ has several meanings. In Rolf’s opin-
ion, these defi nitions below do not refer to any impossibility of formulation of 
tacit agreement.

1) Implied, understood, or indicated, but not actually expressed (tacit 
consent);

2a) Arising without explicit contract or agreement;
2b) Arising by operation of law (tacit mortgage).

(Rolf, 1995, p. 28.)

Rolf states that the fi rst possibility in the list, implied, understood and indi-
cated, refers to Polanyi’s conception, which is that knowledge can have a tacit 
function, it can be articulated and revised, and then the new form can reinstate 
tacit function. However, articulation is not necessary in Polanyi’s theory; he 
claims that knowledge can operate tacitly without it. (Rolf, 1995, pp. 28–29; 
cf. van Manen, 1997, pp. 113–114.) 

According to Rolf (1995), four arguments can be found in Polanyi’s theory, 
which demonstrates that all language is not capable of covering all the tacit 
know-how in some special area. The fi rst argument has to do with complexity 
of reality and the know-how that we construct. All knowledge is not brought 
out in speech. Polanyi mentions that neither we are able to describe nor offi cial 
language can catch as many differences as we are able to make in a situation 
at some moment. People are able to make differences that the conceptual dif-
ferences found in language do not comprehend. The second argument is about 
the gap between language and the individual. Polanyi sees the language system 
as a resource that some people can manage only incompletely. Or vice versa, 
an individual’s knowledge and know-how go beyond what language encom-
passes. The third argument relates to a need to create something new. The 
offi cial rules of language contain only knowledge which is socially anchored. 
The most qualifi ed knowledge within science and professions or skill depends 
on development, where the rules and meanings of language are not changed. 
The fourth argument has the form of regression. Non-linguistic knowledge is 
needed in order that the connections between language and reality can be man-
aged. In Polanyi’s view, the ability to use a tool cannot be found in the tool 
itself, for example the competence to use a language cannot be found in the 
language system. Rolf (1995) claims that Polanyi’s point involved in previous 
arguments is that knowledge in its entirety is impossible to fi t into language; 
however, he does not claim that there could be some part of knowledge which 
would be impossible to articulate. (Rolf, 1995, pp. 29–30.) I understand Po-
lanyi’s view in a way that those parts, which are mere abilities or skills—a part 
of knowledge in his defi nition but not knowledge according to traditional epis-
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temological view of knowledge—are not possible to explicate totally. Again 
this all has to do with the wide conception of knowledge that Polanyi is com-
mitted to.

Van Manen (1995, p. 45) has also considered the explicability of tacit 
knowledge and he refers to Ryle’s (1949) emphasis on the role of thinking and 
learning and to the distinction between ‘intelligent practice’ or “know that” 
and ‘habitual practice’ or “know how” and to Polanyi’s (1958) ideas about 
tacit form of personal knowledge as an active awareness that we rely on while 
acting. In van Manen’s (1995) opinion, it is diffi cult to articulate tacit knowl-
edge, because ‘it is embodied in skills that are located inside practices, ways 
of doing things’ (p. 45). To this discussion van Manen (1995, p. 45) also links 
Oakeshott’s (1962) distinction between technical knowledge, which is possible 
to capture in written text, and practical knowledge, which is learned through 
experience and which is possible to express only in action. Van Manen (1995, 
p. 46) sees the explication of teachers’ tacit knowledge quite complicated or al-
most impossible, because the complicated totality of micro-situations in class-
room defi nes the teachers’ reality. Also, Molander (1992, pp. 11–12) sees this 
kind of professionals’ practical skills like a silent knowledge that is implicit in 
person’s world and actions, but not cognitively explicit or critically refl ective. 
For him this means that this silent knowledge cannot necessarily be translated 
back into propositional discourse.

Argyris and Schön (1974, p. 9) also discuss the question of explication of 
tacit knowledge, in their words ‘the status of theories-in-use’, and they struc-
ture it in terms of existence, inference, and learning of theories-in-use. In the 
fi rst place, the question of existence becomes evident, when we think, how we 
can know the existence of a person’s theories-in-use if we are not able to state 
them. We dispute that theories-in-use appear in person’s actions, but anyway 
we say that a theory-in-use exists, although the action that usually manifests it 
does not appear. In Argyris and Schön’s (1974) words, ‘we say that a person 
intends to do A, but something happens to prevent him from doing it’ (p. 10). 
In that case, we explain that a person has a theory-in-use that he is not able to 
explicate and according to which he does not always act. So does the theory-in-
use exist at all? In the second place, the question of inference is related to this. 
Argyris and Schön (1974, p. 10) are willing to fi nd out the ground rules for ex-
tracting theories-in-use from action. They ask, how can the theories-in-use be 
extracted, if the action manifesting them does not always appear? In the third 
place, there is the question of learning. Argyris and Schön (1974) highlight 
the question of whether is it possible to change or learn a new theory-in-use, if 
we cannot even explicate what will be changed or learned. (Argyris & Schön, 
1974, pp. 9–10.)

Argyris and Schön (1974, p. viii) have found out that people are not very 
often explicitly aware of their internal attitudes and beliefs which have infl u-
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ence their behavior. It is very usual that there is incongruence between their 
theories-in-use and espoused theories. People are able to perceive this incon-
gruence in other people’s thinking and action, but not in their own behavior. 
Both cultural and individual factors can maintain this situation, and it is not so 
easy to change. These are the reasons that Argyris and Schön (1974, pp. 14–15) 
emphasise the explicit stating of theories-in-use, because the denial of tacit 
theory-in-use prevents changes in a person’s actions. They fi nd this explica-
tion especially important in a situation where a person acts ineffectively and 
does not know why. When theories-in-use are stated explicitly, it is possible to 
criticize them consciously, compare them with alternatives, test them and also 
teach them to others (cf. Hager, 2000, p. 286; Freeman, 1991, pp. 452–453). 
Van Manen (1995, p. 47) discusses Heidegger’s concept of Befi ndlichkeit and 
the issues that relate to this idea. He explains this idea further by stating that 
our pedagogical practice expresses itself as an active understanding of how we 
fi nd ourselves here as teachers with certain intentions, feelings, passions, in-
clinations, attitudes, and preoccupations. However, this active understanding, 
as van Manen (1995, p. 47) says, needs some special vocabularies—developed 
by phenomenological and narrative human science methods—in order to be-
come articulable or refl ective.

As we can see, the discussion concerning the explication of tacit knowl-
edge is connected to the defi nition of knowledge and also to the defi nition of 
tacit knowledge. If tacit knowledge is seen as the implicit structure behind a 
person’s actions, there are clear diffi culties in explication. If tacit knowledge 
is defi ned as a process like tacit knowing, coming closer to the concept of 
competence or know-how, it is obvious that it is possible to state this knowing 
in verbal form.

4.1.5 The Question of Argumentation of 
Tacit Knowledge—Knowing

The question of argumentation is also crucial, when tacit knowledge as knowl-
edge is discussed. It can be stated that the demand of explication is followed 
by the demand of argumentation. This claim is connected with the classical, 
traditional defi nition of knowledge as well-reasoned, true belief. Niiniluoto 
(1996, p. 49) states that this defi nition is an ideal towards which the human 
knowledge building is striving for with better or worse success. In other words, 
knowledge is always constituted from conviction, which is confi rmed with ar-
guments, good reasons or evidences. According to Rolf (1995, pp. 33–34), 
from the viewpoint of argumentative conception it follows that all knowledge 
is in verbal statements and is intellectual in nature. Knowledge is restricted 
there, where conviction or decision is based on good reasons, too. Rolf (1995, 
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p. 34) criticizes the argumentative theory and states that it drifts towards incon-
sistencies, circular arguments or endless regression, and for these reasons, the 
argumentative theory, in his opinion, should be largely abandoned as a theory 
of all knowledge. Polanyi (1958; 1966) perceives knowledge broadly and de-
fi nes it in a way that does not expect evidence. Thus, he does not require that it 
necessarily should be argued or reasoned. So it can be asked how the demands 
of argumentative theory fi t Polanyi’s theory. Also, Rosiek (2002, pp. 135–137) 
deliberates and doubts the demand of argumentation in the case of teacher’s 
knowledge, but still claims that it can be called knowledge and it has the status 
of knowledge as well.

In contrast, Fenstermacher (1994) represents a stricter view for this and he 
requires the demand of reasoning also in the framework of teachers’ practi-
cal knowledge. He says that the term knowledge is an attractive word, which 
is often used loosely, at least in teacher knowledge research. The concept of 
knowledge has legitimating qualities (cf. Molander, 1992, p. 22). According to 
Fenstermacher (1994), ‘everyone has beliefs and opinions, but knowledge is 
something special, something that elevates one’s thoughts and expressions be-
yond “mere” belief or opinion’ (pp. 33–34). As a result of his analysis, Fenster-
macher (1994) presents in a reduced manner in the list below, the possibilities 
for using the term knowledge, when the mental states and activities of a teacher 
are discussed. In my opinion, the mentioned possibilities could be generalized 
to almost all other professional practices, whose situation is analogous with 
teachers and their professional knowledge.

1) It is indeed a type of knowledge, either formal or practical, and it has 
considerable epistemic import;

2) It is simply a generic name to describe a broad range of mental states 
of teachers that arise from their training, experience, and refl ection and 
has little if any epistemological import;

3) It is deliberate selection of a socially valued term, used with the primary 
intention of legitimating the insights, understandings, beliefs, and so 
forth that teachers possess.

(Fenstermacher, 1994, p. 34.)

The fi rst possibility on this list means reasoned, formal or practical knowledge 
claims. The second version has nothing to do with epistemic merit or status, 
but there is nothing intrinsically wrong with it. The third possibility does not 
mention anything about epistemological import, because epistemic import is 
not a consideration there. In the second and in the third possibilities, the con-
cept of knowledge can be used as a systematic aid to the researcher, who seeks 
to group familiarity, awareness, or understanding gained through experience 
or study. However, the third version can survive, if it is connected to the fi rst 
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one in the list somehow. In order that a conception of knowledge has epistemic 
merit, it will provide a basis for determining the strength, confi dence, or trust-
worthiness of a claim to know something, whether that knowledge is proposi-
tional or performative, formal or practical. (Fenstermacher, 1994, pp. 34–35.)

Between these two extremes is the viewpoint, which according to Niiniluo-
to (1996, p. 59) is presented within a pragmatism, and which states that the 
classical, traditional concept of truth as a correspondence between clause and 
reality can be abandoned. He states that in this kind of situation, the only bases 
for truth are “good reasons”, which in pragmatism mean usefulness or suc-
cessfulness in actions. If this kind of way of thinking is applied in practice, 
the reasons for the knowledge can be seen in successful actions. Anyway, both 
Fenstermacher (1994) and Niiniluoto (1996, p. 59–60) hold to explicate and 
argumentative reasoning. Niiniluoto thinks that it is better to explain the suc-
cessful beliefs with their truthfulness than to defi ne truth with success. Also, 
Feiman-Nemser and Floden (1986, p. 515) demand justifi cation when teach-
ers’ knowledge is discussed, because knowledge is something special: more 
than beliefs or opinions.

Argyris and Schön (1974), as well as Fenstermacher (1994) and Niiniluoto 
(1996), claim these questions of explication and argumentation are at least as 
old as Plato’s dialogue, the Meno, which focuses us to three main opportuni-
ties.

1) We know only what we can state. If we adopt this view, we lose the 
distinction between espoused theory and theory-in-use; this view con-
tradicts the general fi nding that people’s behavior is often incompatible 
with the theories of action they espouse.

2) We know only what is manifested by behavior; theories-in-use are con-
structs designed to account for patterns of behavior. This view leaves 
us unable to account for those situations in which people fail to behave 
according to their theories-in-use and yet may still properly be said to 
hold theories-in-use (see von Wright, 1972). A person begins an action 
according to his theory-in-use, but he cannot complete the action: the 
inhibiting factor may be external—he stumbles or is immobilized by 
someone else—or it may be internal—he is blocked by some uncon-
scious wish or fear, he is overcome with emotion, he forgets, or he has a 
stroke. In addition, his behavior may show a confl ict of theories-in-use; 
he may do nothing in the situation, which might be evidence for the 
existence of his confl icting theories-in-use.

3) We know more than we can tell and more than our behavior consist-
ently shows. This is implicit knowledge, or tacit knowledge, as Polanyi 
(1967) calls it. Tacit knowledge is what we display when we recognize 
one face from thousands without being able to say how we do so, when 
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we demonstrate a skill for which we cannot state an explicit program, 
or when we experience the intimation of a discovery we cannot put into 
words. Polanyi’s concept offers a useful perspective on the problems of 
existence, inference, and learning as they apply to theories-in-use. If we 
know our theories-in-use tacitly, they exist even when we cannot state 
them and when we are somehow prevented from behaving according 
to them. When we formulate our theories-in-use, we are making ex-
plicit what we already know tacitly; we can test our explicit knowledge 
against our tacit knowledge just as the scientist can test his explicit 
hypothesis against his intimations. When we learn to put an espoused 
theory of action to use, we reverse the process. Instead of inferring ex-
plicit theory from the tacit knowledge our behavior shows, we make 
explicit theory tacit—that is, we internalize it.

(Argyris & Schön, 1974, pp. 10–11. Italics added by author.)

Fenstermacher (1994) proposes the idea of practical reasoning to solve this 
problem of argumentation. He sees that the provision of reasons makes ac-
tion sensible both to the teacher as well as to the observer, which is a minimal 
justifi cation for practical action. With this kind of reasoning, according to Fen-
stermacher, it is possible to prove that an action is the reasonable thing to do, 
the obvious thing to do, or the only thing to do in some circumstances. These 
all contribute to the epistemic merit of a practical knowledge claim. Fenster-
macher claims it is also possible to apply this kind of refl ection and reasoning 
in the case of teacher’s tacit knowing, which according to this line of thinking 
does not seem so problematic as some might propose. (Fenstermacher, 1994, 
pp. 45–46.)

As can be seen, the question of argumentation of tacit knowledge and tacit 
knowing has confused several researchers, who have examined these issues. 
Most of them (e.g. Fenstermacher, 1994; van Manen, 1995, p. 45; Rolf, 1995) 
refer to Ryle’s (1949, pp. 27–32, 40–41) well known distinction between 
‘knowing that’ and ‘knowing how’; a difference between cognitive and active 
knowing. From Orton’s (1993) viewpoint, it is impossible to argue about tacit 
knowledge, because in his opinion it is a psychological structure, not a logical 
one. Some others like Fenstermacher (1994) see argumentation for mere tacit 
knowledge impossible, because it is only partly in a person’s consciousness. 
Instead, the practical reasoning of teacher’s tacit pedagogical knowing is pos-
sible. Tacit pedagogical knowing as a process of doing things which encom-
passes both the skills and the abilities to verbalise them, as it has been stated in 
Niiniluoto’s defi nitions of know-how and competence and in Fenstermacher’s 
defi nition of practical argument.
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4.2 The Structure of Tacit Pedagogical Knowing

Polanyi (1966, pp. 9–14) defi nes two terms and four aspects of tacit knowing, 
and with the help of them he explains and analyses its entity. The basic struc-
ture of tacit knowing, according to Polanyi (1966), consists of the fi rst term 
and the second term of tacit knowing, and the logical relation between them 
combines two kinds of knowing. The relation between the two terms of tacit 
knowing is such that ‘we know the fi rst term only by relying our awareness of it 
for attending to the second’ (p. 10). Polanyi (1966) clarifi es this by stating that 
‘in an act of tacit knowing we attend from something for attending to some-
thing else; namely, from the fi rst term to the second term of the tacit relation’ 
(p. 10). The fi rst term of this logical relation is nearer to us, and we are not able 
to tell the knowledge that we have of it, whereas the second term is further 
away from us, and we can explicate knowledge of it (Polanyi, 1966, p. 10).

Polanyi’s (1966, pp. 10–14) explanation of these four aspects is not very 
clear, although he tries to clarify them with the example of perception and 
recognition of physiognomy. Rolf (1995, p. 64) agrees with this issue, and 
clarifi es Polanyi’s conceptions of aspects of tacit knowledge in a reduced and 
simplifi ed manner. The phenomenal aspect of tacit knowledge describes such 
tacit knowledge, which is not located in particular focus. Tacit knowledge di-
rects our thoughts and perception and it has a from-to -structure. The func-
tional aspect of tacit knowledge emphasises the importance of tacit knowl-
edge as surrounding awareness. This character is required, so that we can have 
other knowledge. In other words, this aspect describes the instrumental way in 
which tacit knowledge is used. The semantic aspect of tacit knowledge means 
that tacit knowledge gives us cues towards the meaning of the wholeness. Our 
knowledge refers to a meaningful conceptual wholeness. The ontological as-
pect of tacit knowledge is according to Polanyi (1966, pp. 13–14), a conse-
quence of the preceding three aspects. Tacit knowledge of separate parts con-
structs the knowledge of wholeness. The ontological aspect Polanyi combines 
with the object that our knowledge handles. (Rolf, 1995, p. 64.)

Rolf (1995, p. 67) has outlined a model of Polanyi’s thoughts (Figure 5), 
which clarifi es and emphasises tacit knowledge dimension as a basis for ac-
tions. As it can be seen in the fi gure, the perception process combines situation-
al cues with concepts that are mediated through tradition, and the combination 
of them is directed by purpose. Tacit knowing is like an instrument or a tool 
that directs to reality to know or to conduct. Hence, Polanyi emphasises tacit 
knowledge as action or as a process, i.e. tacit knowing, and it is typical that it 
operates intentionally and purposefully. (Rolf, 1995, p. 67.) I have completed 
Rolf’s fi gure with an arrow, by which I have tried to concretise the direction 
of the process of tacit knowing. The basis of tacit knowing is in concepts and 
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theories from tradition and in situational cues, and they direct the perception 
and still action.

Figure 5. Rolf’s (1995, p. 67) interpretation of Polanyi’s structure of tacit knowing 
completed with the author’s additions (arrow and boxes with dash line).

According to Rolf (1995, p. 70), Polanyi’s thoughts concerning tacit knowl-
edge come closer to the answer for how or through what do people conduct 
their actions. Indeed, it is interesting to consider through what kinds of means, 
aids or background knowledge people perform their actions. There is a con-
nection between the “how” and “why” of action, because the choosing of an 
action as well as choosing the means or instrument rest on valuations. The 
choosing of means or instruments and working methods often involve estima-
tion and evaluation. People’s decisions contain professional norms and evalu-
ations, which guide them. (Rolf, 1995, p. 70.) In Polanyi’s philosophy, these 
personal professional norms and evaluations, as well as habits and routines 
stem from professional tradition, and they are passed down to individuals in 
many different ways.

Rolf (1995, p. 70) states that the difference between how and why is some-
times relational. He (1995, pp. 70–72) concretises this difference with the ex-
ample of a painter, who fi nds fl aky paint and decides to repaint a surface. The 
decision to repaint the surface is connected to the painter’s estimations of real-
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ity—fl aky paint—and to her or his valuation, that fl aky paint is ugly and the 
wood can get damaged. First is asked, how will she or he proceed? She or he 
scrapes the paint away and repaints the surface with oil paint. Then it is asked, 
why does she or he act like this? Why does she or he scrape paint away instead 
of polishing it or why does she or he use oil paint instead of something else? 
Thus, why has to do with the person’s intentions and estimations of a particular 
situation, and how has to do with the person’s means, abilities, competence, 
methods, and resources, which are needed in order to perform the task and 
which are behind the implementation of purposes and intentions. (Rolf, 1995, 
p. 71–72.) So, as the fi gure of the structure of tacit knowing shows, it is pos-
sible to say that a whole intentional process of tacit knowing—from perception 
to meaning and later to understanding—is based on a person’s situational cues 
and implicit and explicit theories of tradition.

When Rolf’s interpretation of Polanyi’s structure of tacit knowing is con-
sidered in a pedagogical context, it can be compared with van Manen’s (1991b, 
p. 84) ideas concerning teacher’s pedagogical understanding, which means 
teacher’s sensitive listening and observing. In his defi nition, pedagogical un-
derstanding is not a simple skill, but rather a complex structure which includes 
both refl ective and interactive elements. An essential character of pedagogical 
understanding is an ability to see and perceive the situational cues in pupils 
during lessons. Pedagogical understanding can be both instant and refl ective—
depending on the time allowed for it. In immediate situations, pedagogical 
understanding is realized through “pedagogical tact”, so pedagogical under-
standing and tact are the aspects of the same process. (van Manen, 1991b, pp. 
84–85.)

Even more thoroughly than pedagogical understanding, van Manen (1991a, 
p. 531; 1991b, p. 146; 1995, p. 44) considers teacher’s immediate thinking and 
action—exercising tact—in surprising interactive situations, where the per-
ception of the particular situation, understanding the meaning of the situation 
from the child’s perspective, the sense of the pedagogical signifi cance of situa-
tion, knowledge of how and what to do—or not to do—and the right immediate 
acting are required in order to perform successfully. This process has clearly 
the same kinds of characteristics as those found in Polanyi’s description. Van 
Manen (1991a, p. 531; 1991b, p. 146; 1995, p. 44) points out that these phases 
are not separate stages in a sequential process, but rather the whole where in-
sight and feeling are realized in a mode of acting, which can be called tactful-
ness and which functions in an instantaneous manner.

In order to clarify his thoughts concerning the structure of teacher’s inter-
active thoughtful and tactful action, van Manen (1995, pp. 44–45; 1991a, p. 
521) separates the possible inventive and complex abilities and competencies, 
which are involved in it, as follows:
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1) A teacher who is tactful has the ability
- to interpret inner thoughts, understandings, feelings, and desires of 

children from indirect clues such as gestures, demeanour, expres-
sion, and body language

- to immediately see through motives and or cause and effect rela-
tions

- to read the inner life of young person
2) Pedagogical tact consists in the ability

- to interpret the deeper psychological and social signifi cance of the 
features of the inner life

- to interpret the deeper signifi cance of shyness, hostility, frustration, 
rudeness, joy, anger, tenderness, and grief in concrete situations 
with particular persons

3) A teacher with tact has
- a fi ne sense of standards, limits, and balance that makes it possible 

to know almost automatically how far to enter into a situation and 
what distance to keep in individual circumstances

4) Tact seems characterized by moral intuitiveness: a tactful teacher has 
the ability of
- instantly sensing what is the appropriate, right or good thing to do 

on the basis of perceptive pedagogical understanding of children’s 
individual nature and circumstances

(van Manen, 1995, pp. 44–45; 1991a, p. 521)

Van Manen (1991a; 1991b) states that the pedagogical perceptiveness, which 
depends on knowledge and skills, relies in part on a tacit intuitive knowledge 
or concepts and theories from tradition (seen in Figure 5), which are learned in 
subtle ways for example from personal experiences or through apprenticeship 
under an experienced teacher by focusing attention on the concrete particulars 
of situations. This means that a teacher can have perceptive understanding of 
a particular situation, but may not be able to identify exactly on what clues it 
is based (van Manen, 1991a, p. 534; 1991b, p. 208). Van Manen (1995, p. 45) 
claims that professional practice requires active judgement that relies on in-
terpretation and metaphoric association, on ways of seeing and imaginatively 
understanding what is required in continuously changing practical situations, 
which is something more than just replicating and applying knowledge in new 
situations.

Also Hansen’s (2001, p. 846) conclusions about the researchers’ notions of 
situational appreciation and moral perception can be compared with the struc-
ture of tacit knowing, although the focus in moral perception can be seen to be 
narrower. Moral perception in Simon’s and Garrison’s (1995) defi nition con-
stitutes “a process of careful looking and attending to concrete details, juxta-
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posed with and informed by careful thinking about context and circumstance” 
and it means “the capacity to comprehend the unique needs and aspirations 
of individual people and the best possibilities of equally unique social con-
texts… Moral perception is about recognizing and responding thoughtfully to 
the needs, interests, beliefs, values, and behavior of others” (p. 252; quoted in 
Hansen, 2001, p. 846). Hansen (2001, pp. 846–859) maintains that teachers’ 
moral perceptions are linked to their moral judgments and moral knowledge, 
and this thought is also similar to Polanyi’s (1958, 1966) and van Manen’s 
(1991a; 1991b; 1995) ideas.

Johansson and Kroksmark (2004; see also Johansson & Kroksmark, 2000) 
have used the notion of teachers’ didactic intuition, precisely teachers’ intui-
tion-in-action as it is referred to before, in order to describe the structure of 
teachers’ immediate thinking and action during interactive teaching, and to 
research it. They base their defi nition of intuition on the late Latin word ‘intui-
tio’, which means gaze or consideration and which is derived from the classical 
Latin verb ‘intueri’. ‘Intueri’ consists of the preposition ‘in’ meaning ‘directed 
towards’ and the verb ‘tueri’ meaning ‘to see’. The defi nition of intuition has 
broadened to encompass both seeing with the eye and seeing with the intellect, 
i.e. to perceive and to understand. Johansson and Kroksmark refer to Husserl, 
who sees intentionality as a basic feature of every conscious act, which means 
that the differentiation between a mere act and its focus can be made. He has 
achieved this conclusion by looking at the essence, which means going be-
yond the actual acts and using imagination. The necessity of essence is in this 
fi nal point, and knowledge of it is intuitive. Intuition means the knowledge of 
the essence, and indicates a more complete understanding of the experience 
than just an experience itself. Intuition is an experience of the objects in their 
wholeness. (Johansson & Kroksmark 2004, pp. 358–360.) It can be stated that 
the concept of intuition focuses to defi ne the structure of the process of intui-
tion-in-action, so in this way intuition can be seen to mean the same thing as 
the structure of tacit knowing.

The structure of tacit knowing, in Polanyi’s ideas, as well as in van Manen’s, 
in Hansen’s and in Johansson’s and Kroksmark’s specifi c conceptions seem to 
be quite similar, although they each have their special nuances. The essential 
core in all of them is that an action is directed by purpose and it is infl uenced 
by situational cues and by more permanent deeper factors in a person’s knowl-
edge structures.
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4.3 The Context of Teacher’s Tacit Pedagogical 
Knowing: Pedagogical Moments

Active practical knowledge is placed, according to van Manen (1995), in the 
persons’ real and practical situation for example in school, not in the intel-
lect or in the head in the fi rst place. He thinks that active practical knowledge 
belongs phenomenologically more closely to the being of a person and to the 
social and physical context in which this person lives. (van Manen, 1995, pp. 
45–46.) In van Manen’s (1995, p. 46) opinion, the experiential nature of practi-
cal knowledge should be taken carefully into consideration, when classroom 
reality is studied, because much of teachers’ knowing what to do concerns their 
bodies and worlds. The practical knowledge of teaching resides in the things 
that surround us. (van Manen, 1995, p. 46.)

When the actual context of tacit knowing is considered in a pedagogical 
frame of reference, it is appropriate to use van Manen’s (1991b, p. 205; 1995, 
p. 42) concept of pedagogical moment, which describes an important moment 
of everyday pedagogical action. The pedagogical moment is that moment of 
the pedagogical situation or interactive teaching situation, when teachers do 
and they have to do something right in their relation to a child. In other words, 
teacher’s tacit pedagogical knowing manifests itself in pedagogical moments. 
So this explanation means that the notion of a pedagogical situation is naturally 
linked with a teacher’s pedagogical action and with the pedagogical relation 
between the teacher and pupil, and the pedagogy comes true through teacher’s 
pedagogical action (van Manen, 1991b, p. 78, 96). Normally, teachers are not 
able to distance themselves temporally from the situation and socially from 
the teacher-student -relation and to refl ect rationally or morally from different 
viewpoints on the various possible actions, in order to end up with a pedagogi-
cally correct decision and then to act according to it. (van Manen, 1991a, p. 
508; 1991b, p. 205; 1991, p. 40; 1995, p. 42.)

Van Manen (1991a) has defi ned pedagogical moments as follows:

The pedagogical nature of ‘pedagogical moments’

- each situation is pedagogically charged because something is expected 
of the adult, the parent, or the teacher

- an action is required even if that action may be non-action
- a pedagogical situation is the site of everyday pedagogical action, eve-

ryday pedagogical practice; the pedagogical moment is located at the 
centre of that praxis

- in our daily living with children we often must act on the spur of the 
moment; we do not have time to sit back and deliberate on what to do 
in the situation
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- the adult must do something pedagogically right in his or her relation 
with some child or children; in other words, the adult must show, in 
actions, what is good (and exclude what is not good) for this young 
person

(van Manen, 1991a, p. 510.)

The pedagogical nature of each moment, according to van Manen (1991a, p. 
508–509; 1991b, p. 40), stems from the fact that the teacher or adult is expect-
ed to act—or not act—pedagogically in the way that she or he demonstrates 
in actions what is a good or a proper for the children in this particular situa-
tion. Van Manen (1991a, p. 508–509) refers to Langeveld, who emphasises 
the phenomenological and normative nature of pedagogical practice instead of 
rational and refl ective decision making and reasoning. In pedagogical practice 
with children, teachers make decisions and act before they exactly know what 
they are doing. An interesting question is, how teachers act in these pedagogi-
cal moments: on what basis and from what knowledge. The solution to this 
kind of particular pedagogical situation has to be found immediately. The fac-
tual information and normative standard, encompassing empirical knowledge, 
situational facts, methods, programs, norms, values, ethical-moral principles 
and philosophy, are all important for knowing how to act, but they do not 
give the actual solutions for the moments. As van Manen (1991b, p. 72) points 
out, there is a difference between understanding the particular moment and the 
ability to act in them, because the understanding and the application of this 
understanding are two different things. The situation-specifi c and particular 
knowledge of children’s qualities, circumstances, backgrounds and life-histo-
ries is needed in order to act successfully in those surprising pedagogical situ-
ations, where the core of the pedagogy manifests itself. (van Manen, 1991b, 
pp. 42–48, 187.) 

As was mentioned before, pedagogical practice is a continuous consid-
eration between good and appropriate and less good and less appropriate in 
pedagogical moments, and it is also full of tensions that demand a teacher’s 
immediate refl ection and proper response. These ‘confl icts’ are challenges for 
teachers, but they also give pedagogy its special character. (van Manen, 1991b, 
pp. 59–61.) In addition to this good-less good -dimension, the pedagogical 
practice is also continuous balancing between the ideals of the teacher and 
the requirements of classroom reality. The teacher is aiming at higher values, 
but at the same time she or he has to accept the complexity, imperfectness and 
compromises of real life. The theories of education do not give any specifi c 
advice for these challenges, but teachers are able to manage them and fi nd the 
bases for their actions, if they can identify and clarify the complexity of the 
reality. (van Manen, 1991b, p. 64.) The intentionality of the teaching-study-
ing-learning process is a fundamental character of all institutional education 
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that happens, for example, in schools (cf. Kansanen & Uusikylä, 1981). In the 
interactive classroom situation the teacher is supposed to act according to the 
aims and goals of the curriculum and according to the specifi ed aims of the 
particular lesson. Naturally, these aims defi ne the contents of the lesson, but 
they have also infl uence in teachers’ teaching and other actions, which need to 
be educational (see also van Manen, 1991b, p. 72).

David Tripp (1993, p. 24; 1994) has used the notion of “critical incidents” 
in order to tackle the important events of a teaching situation. By critical inci-
dents he means both ordinary and special events in classroom practice, which 
are interpreted as critical by teachers themselves after the situation and which 
have had some infl uence them. The defi nition of critical incidents is not com-
pletely identical with pedagogical moments, as van Manen (1991b) defi nes 
them. The viewpoint of critical incidents is different and their scope is broader. 
They are defi ned only from the teacher’s point of view and the aim for what 
is good for the child is not the only crucial thing in them in the same way 
as in the case of pedagogical moments. The leading point in Tripp’s view of 
critical incidents has to do with teacher’s personal professional development. 
Angelides (2000, 2001) follows Tripp in the defi nition of critical incidents, and 
emphasises their importance in teacher refl ection. Also, Powell (2003) and his 
colleagues talk about the “critical events” of the lesson. They are defi ned from 
the viewpoint of pupils’ learning and examined in order to uncover the pupils’ 
mathematical thinking processes.

In conclusion it can be said that teacher’s tacit pedagogical knowing is 
situated in the centre of teaching practice, and it is especially needed in this 
kind of quick and surprising pedagogical moments like those defi ned by van 
Manen. Pedagogical moments bring out teacher’s tacit pedagogical knowing, 
whereas otherwise more deliberate things dominate (cf. Pope, 2002. p. 418; 
Thayer-Bacon, 2002, p. 424).

4.4 The Contents of Teacher’s Tacit Pedagogical Knowing

The structure of teacher’s tacit pedagogical knowing was examined in sec-
tion 4.2. In this section, a teacher’s manners and tactfulness are examined, 
because they are defi ned as the possible contents of tacit pedagogical knowing. 
They are seen as the appearing things in teachers’ actions in the pedagogi-
cal moments, which refl ect also teachers’ values, orientations, understandings 
and pedagogical relation with students (cf. van Manen, 1991a, pp. 526–527; 
1991b, p. 133).

As we will see, the characteristics of teacher’s manners and tactfulness dif-
fer from each other in many ways. An essential difference between them has to 
do with the unexpected situational nature of tactfulness and the more routine 
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nature of manner and habits, but common for both them are their deliberated 
base, virtuous intentions and normative nature (cf. van Manen, 1991b, p. 147). 
Also, Hansen (2001, pp. 836–841) talks about these same issues, and his point 
is that when the concepts of manner and tact are discussed, the pervasiveness 
of the moral in teaching is clearly in focus.

4.4.1 Teacher’s Manners and Habits

Fenstermacher (2001) has conducted a research project with his colleagues 
(Fenstermacher, 2001; Richardson & Fenstermacher, 2001; Richardson & Fal-
lona, 2001; Sanger, 2001) in which teacher’s manners have been investigated. 
Fenstermacher (1990, pp. 134–136; 2001, p. 640) clarifi es the concept used in 
the project, “an Aristotelian view of manner”, and it is defi ned as ‘conduct ex-
pressive of dispositions or traits of character that fall into a category of moral 
goods known as virtues’. The concept encompasses an idea that teachers use 
their manners in order to cultivate the moral and intellectual virtues like hon-
esty, compassion, truthfulness, fairness, courage, moderation and generosity in 
the students. Richardson and Fallona (2001, p. 706) point out that students will 
learn virtuous behaviour in the company of a virtuous person, a teacher for ex-
ample. On the other hand, Richardson and Fallona (2001, p. 706) also mention 
that students will learn virtuous things by their teachers’ explicit instructions 
and conscious acts. Fenstermacher (2001, p. 641) reasons using the Aristote-
lian background of manner by stating that Aristotelian ethics fi t into the school 
context without any special adaptation and separates it in an important way 
from methods. Method is used to teach the various school subjects, but manner 
is a way to emphasise virtuous behaviour.

Hansen (1993) sees that teacher’s style, manners, and habits include ges-
tures, body movements, facial expressions and tones of voice. He says that 
these refl ect more than personality, and also more than conventional or instru-
mental behaviour. They reveal the interest, the involvement, and the expecta-
tions that guide the teacher’s efforts. (Hansen, 1993, pp. 397–398.) Hansen 
(2001, p. 837) refers to Oakeshott (1965/1989), who claims that teachers’ man-
ners have a central role both in pupils’ intellectual and moral development, 
so his conception of teachers’ manner is parallel to Fenstermacher’s (1994) 
ideas referred to previously. Hansen mentions that according to Oakeshott’s 
(1965/1989) views, manners can be seen in the teachers’ ways to say things, 
their gestures, and their way of acting as an example for the pupils. Hansen 
(2001, p. 837) also mentions Peters (1964, 1963/1968), whose defi nitions of 
manners are also based on Oakeshott’s views and who sees that a teacher’s way 
of acting and teaching matters, and only just after it the content of teaching.
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4.4.2 Teacher’s Tactfulness

Because of the characteristics of pedagogical tactfulness, it can be defi ned as 
content of tacit pedagogical knowing, as well as the manners and habits, which 
were considered in the previous chapter. The concept of tact and tactfulness 
originate from a German philosopher of education Johann Friedrich Herbart 
(1802), who is thought to be the fi rst person who discussed the meaning of tact 
in educational context in his lectures (van Manen, 1991a, p. 523). In his fi rst 
lecture of pedagogy Herbart (1802, p. 285) defi ned the concept of tact to be 
between educational theory and practice, and emphasized that it is an essential 
characteristic of educator as follows: „Die grosse Frage nun, an der es hängt, 
ob jemand ein guter oder schlecter Erzieher seyn werde, is einzig diese: wie 
sich jener Tact bey ihm ausbilde?“ (p. 286). Max van Manen (1991a; 1991b; 
1995) has considered the meaning of pedagogical tact and he has developed 
Herbart’s and also other practitioner’s ideas further. He mentions that the con-
cept of tact appears sometimes in practical German educational discourse, but 
in the English speaking world much of the discussion about educational com-
petence happens in the framework of pragmatic rationality with more techno-
logical concepts (van Manen, 1991a, p. 523, 526–527; 1991b, p. 129, 138). An 
exception in nonexistent English speaking educational discourse about tact is 
James, who according to van Manen (1991a, p. 523–524; 1991b, pp. 129–130), 
in his lecture in 1892 mentioned tact as pedagogical cleverness, which enables 
the educator to change an unsuccessful pedagogical situation to a positive one. 
In Finnish educational discussion, for example Meri (1993) has deliberated on 
the pedagogical tact from the viewpoint of his research into a school’s hidden 
curriculum.

Several defi nitions of the concept of tact can be found, when consider-
ing it etymologically without any connections to the pedagogical context. Tact 
derives from the Latin tactus, which means touch or effect, from tangere (van 
Manen, 1991a, p. 522; 1991b, p. 126). Tact can also be said to mean sensitivity 
and a careful, aesthetic perception (van Manen, 1991b, p. 125). Van Manen 
(1991a, p. 521; 1991b, p. 126) refers to Webster’s (1985), according to which 
tact means to ‘handle or feel gently with the intent to appreciate or understand’ 
and in which tact is defi ned as ‘a keen sense of what to do or say in order to 
maintain good relations with others or avoid offence’. Tactful can be defi ned to 
mean ‘fully in touch’, which proposes the ability to effect. If a person is tactful, 
she or he can for example be described to be thoughtful, perceptive, prudent, 
discreet and sensitive. It is not possible to reach the deep meaning of the Ger-
man concept Taktgefühl with the English word tactfulness. Tactful means only 
the possession of quality of tact, but the word Gefühl expresses the sentient 
quality of having a ‘feel’ for something. Taktgefühl means, that a person has a 
feeling for tactfulness, and it also parallels the quality of tact with talent. Tact 
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is not identical with quite similar behaviors like diplomacy, courtesy, savvy or 
poise, although they have some common characteristics. Tact does not have 
political background factors such as diplomacy or manipulative cleverness that 
could be typical for being savvy. It does not emphasize its own social position; 
it is more oriented to an appropriate and good than to an elegant approach. (van 
Manen, 1991a, p. 522, 526–528; 1991b, p. 126, 132–133.)

According to van Manen (1991b, p. 131), the philosopher Schleiermacher 
has described the sensitive and fl exible quality of human interaction with the 
concept ‘tone’, which refers to the same musical context from where the con-
cept of tact originates. Van Manen (1991a, p. 526) uses analogically the musi-
cal Takt (a German word for musical beat) in order to explain the phenomenon 
of social tact. The fundamental elements of music are chords, beat and pulse, 
and melody is based on them. Tact and melody are not independent, but they 
are dependent on each other. Tact has to stay in the background of the music 
in order to make the melodic improvisations happen, but it still can function 
as a structure for the whole. As it is clear, the idea of tact in music is essential. 
However, these mere defi nitions of tact do not describe the wholeness of tact, 
which can be understood, when tact is considered in some concrete case, for 
example in the pedagogical context. Pedagogical tact can be defi ned as a spe-
cial case of normal, general social tact (van Manen, 1991b, p. 137; 1995, p. 
44). Tact is a normal phenomenon in everyday interaction, but its signifi cance 
is rarely noticed and understood (van Manen, 1991a, p. 527).

With the concept of tact, Herbart (see Muth, 1962) referred to a certain kind 
of human interaction. Gadamer (1975) mentions the works of the physiologist 
Helmholtz, who considers the characteristics of tact. Tact is seen as a particu-
lar sensitivity and sensitiveness to situations, and how to behave in them, but 
for which we cannot fi nd any knowledge from general principles (Gadamer, 
1975, p. 15). Van Manen (1991b, p. 131; 1991a, pp. 524–525) also refers to 
Helmholtz, who emphasizes that tact can be seen as a “mode of knowing and 
of being” which includes the notion of Bildung, not just a mere feeling of un-
conscious inclination, not a simple affect or learnable habit. Despite this, van 
Manen (1991b, p. 131; 1991a, pp. 524–525) maintains that tact can be fostered 
through raising and educating human beings in a refl ective manner. On the 
other hand, as Helmholtz states, tact is a characteristic and Bildung of human 
scientists, who use it in their interpretive work. Their tact is manifested in the 
viewpoints, which they are able to produce when interpreting the meaning of 
the text. When tact is considered in a pedagogical context, it can be defi ned 
as van Manen (1995, p. 43–44; see also van Manen, 1991b, p. 130) says, ‘tact 
can refer both to the intersubjective pedagogical relation between teacher and 
child as well as to the hermeneutic didactical relation between teacher and cur-
riculum content or knowledge’.
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Van Manen (1991a, p. 521; 1995, p. 45) thinks that tact is an active form of 
teacher’s practical knowledge, and he also describes it as ‘a kind of knowing’ 
at the core of interactive teaching. This conception could be compared with 
Polanyi’s idea of tacit knowing as an active use of practical knowledge and in 
this way tact could be seen as its content. Van Manen (1991a, p. 521; 1995, 
p. 45) deliberates interestingly that tact is a thoughtful pedagogical action and 
active confi dence or being sure; but it is not, in the fi rst instance, refl ected 
thought that is implemented in action. Rather, it is the case that teacher’s mere 
action creates knowledge that is not always possible to transform immediately 
into propositional statements. The development process of professional knowl-
edge proceeds from professional’s actual action in surprising moments to their 
meaning making and understanding, and still to their refl ection and the accu-
mulation of a knowledge base.

Van Manen (1991a; 1991b) thinks that thoughtfulness and tact are not just 
a group of skills, but are even more than a group of skills or habits in the way 
that they are second nature to a person: they determine both the being of people 
and their development, perceptions, understandings and actions. It is normal 
situation that people rely on their embodied knowledge, when they complete 
acts where fl exible and spontaneous action and even rational behaviour are 
needed. Still, people are aware of their habituated and routine actions although 
they are not necessarily undertaken with conscious attention. People become 
especially aware of their routinized behavior if the surrounding things do not 
happen in normal way. It is important to note that teachers are able to practice 
their lesson planning skills or different teaching skills, but it is not possible 
for them to practice the skill of perceptiveness in the same way. (van Manen, 
1991a, pp. 533–534; 1991b, pp. 207–208.)

Refl ective pedagogical thoughtfulness can be seen, according to van Manen 
(1991a; 1991b), as a mindful orientation towards children, as a kind of form 
of knowledge. Tactfulness can be seen as the embodiment of thoughtfulness, 
so it is more than rational knowing. Thoughtfulness alone is just a person’s 
internal character, but when it is combined with tactfulness, it is put in use. It 
can be said that the usual distinction between theoretical knowing and practical 
action can be combined in tact. (van Manen, 1991a, pp. 522, 532–533; 1991b, 
p. 127, 206.) Tact is ruled by insight, but it still relies on feelings, so it can be 
seen as a kind of practical normative intelligence. It is more than intellectual 
knowing, but it is not just relying on one’s own feelings. A person’s ability 
to be perceptive and sensitive and take other’s perspective into consideration 
makes tact achievable. (van Manen, 1991a, p. 531–533; 1991b, p. 146, p. 206.) 
When van Manen (1991b) sees tact or tactfulness as knowing, as an active 
form of knowledge, he also defi nes its characteristics with a person’s different 
qualities, abilities and competencies. A tactful person has the ability 1) to un-
derstand the others’ inner thoughts and motives by interpreting their gestures 
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and body language, 2) to interpret the deeper psychological and social mean-
ings of these gestures, for example shyness or anger, 3) to keep the situation 
in a correct position by prevailing a distance needed, and 4) to have the moral 
intuitiveness. (van Manen, 1991b, pp. 125–126.)

The improvisation belongs to teacher’s pedagogical tact. There are no ex-
plicated or written rules, theories or techniques for teachers for being tactful. 
The only precondition that teachers’ tact needs is their thoughtfulness towards 
students and their abilities to interpret social situations (van Manen, 1991a, p. 
527, 532; 1991b, p. 85, 147). The unplannable character of tact distinguishes 
it from tactics, which are methods for achieving an end (van Manen, 1991a, p. 
521; 1991b, pp. 125–126), and also from etiquette meaning the knowledge of 
the social rules used in practical situations (van Manen, 1991a, pp. 531–532). 
It is not possible for teachers to plan their tactful actions beforehand, and it is 
not even reasonable to think about the preparation of tact in that way. Teachers’ 
deliberated mental scripts do not guide their tactful action. It belongs to the 
nature of tact that it becomes evident and it is required in quick and surpris-
ing interactive situations, which are essential parts of teaching, and where a 
teacher has confi dently to fi nd a solution that serves especially the students ap-
propriately. As it is clear, refl ection, deliberation or distancing herself or him-
self from the situation is not possible in these conditions. The preparation for 
tactfulness is a question that goes far beyond the situation itself, because it is 
a question of teachers’ essential principles. (van Manen, 1991a, pp. 519–521, 
530; 1991b, p. 125, 144.)

A central character of tact is its orientation to others. Tact can be said to 
be in the service of that person toward whom it is directed, which means that 
when teachers practice tact, they abandon their self-centered attitudes and fo-
cus on the others. However, tact can appear as holding back or passing over, 
when the pupil in question does not experience the teacher’s tact as control 
(van Manen, 1991b, p. 78–80; 1995, p. 44) or does not even experience the 
teacher’s infl uence in a negative sense at all. This otherness is according to van 
Manen (1991b, p. 141) based on the vulnerability of both the possessor of tact 
and the object of tact. Pedagogical tact means the teacher’s commitment and 
ability to understand the student pedagogically; to be attentive to their situa-
tions. (van Manen, 1991a, p. 520–522, 530; 1991b, pp. 85, 127, 138–142.)

Tact can appear in spontaneous, but still thoughtful encouraging and pro-
tective gestures towards children. In tact teachers reveal their personal being as 
pedagogues. By this fact it is easy to understand that thoughtfulness can show 
itself in sudden as well as in refl ected behavior. By refl ecting on one’s own 
action in relation with children’s experiences, the thoughtfulness in one’s own 
actions can be increased. Actually, this means the refl ection of one’s own being 
instead of some skills. Pedagogical perceptiveness, which is needed in tactful 
action, can be learned through this kind of refl ection on past practical teaching 
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experiences. (van Manen, 1991a; p. 521, 532–533; 1991b, p. 207–209.) This 
means that pedagogical tact can be—and is needed to be—practiced and pre-
pared as well (van Manen, 1991a, p. 526; 1991b, pp. 132–133).

Herbart’s defi nition of tact can be presented as the conclusion of this chap-
ter. He presented the main points of tactfulness in his lecture as follows:

a) ‘tact inserts itself between theory and practice’;
b) tact manifests itself in everyday life in the process of ‘making instant 

judgements and quick decisions’;
c) tact forms a way of acting which is ‘fi rst of all dependent on Gefühl 

[feeling or sensitivity] and only more remotely on convictions’ derived 
from theory and beliefs;

d) tact is sensitive to the ‘uniqueness of the situation’;
e) tact is ‘the immediate ruler of practice’

(Herbart, in Muth, 1962, pp. 26–62; see van 
Manen, 1991a, p. 523; 1991b, p. 128.)

As it is mentioned before, the core of pedagogy is in pedagogical moments in 
interaction with students, but it is also important to note that tact and manners 
are only parts of teachers’ tacit pedagogical knowing. There are also some 
other features of tacit pedagogical knowing, that are connected more with di-
dactical issues, but that are still neither mere technical issues nor issues which 
could be achieved only by studying that van Manen (1991a, p. 524; 1991b, p. 
130) brings to light. They will be examined in detail in the results chapter of 
this research. 

4.5 The Meaning of Teacher’s Tacit Pedagogical Knowing—
A Key Element of Successful Interactive Situations

Several researchers have studied teachers’ interactive thinking, action and the 
use of their practical knowledge during teaching from different perspectives 
and with various emphasises. The aim of Lampert’s (1981) study was to fi nd 
out how teachers use their practical knowledge to solve the problematic situ-
ations in teaching and also to solve tensions between the interpersonal and in-
stitutional aspects of teaching. Lampert writes that teachers use their personal 
knowledge of a particular child and of a teacher’s role, to accommodate both 
to the classroom time and curriculum requirements and to a child’s knowl-
edge, curiosity and emotions. In Erickson’s research, the teachers’ ways of 
using their practical knowledge when they make sense of the situations in their 
classrooms were clarifi ed. Erickson observed and interviewed the teachers, 
and also discussed videotapes from classrooms, and he found that teachers use 
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their knowledge of students and the curriculum to make their own view of the 
classroom simpler and to interpret specifi c things that children do. (Feiman-
Nemser & Floden, 1986, p. 514.)

In her signifi cant study Elbaz (1981, 1983) investigated teacher’s practi-
cal knowledge from different perspectives. With the orientations of practical 
knowledge she describes the ways in which teachers use their knowledge. The 
orientations of practical knowledge focus on the same kinds of issues as tact-
fulness and manner, but they are structured from a different viewpoint and 
in a more general way. The orientations of practical knowledge describe the 
different ways of acquiring practical knowledge and its use in relation with 
the different contents of knowledge. Elbaz (1981, 1983) defi nes fi ve orienta-
tions of practical knowledge and explains them in the following way. The situ-
ational orientation refl ects the accumulated practical knowledge from earlier 
experiences, which is oriented to respond to the needs of different instructional 
situations. The personal orientation describes the teacher’s aim to use their 
knowledge in a way that they are able to work in a personally meaningful way. 
The experiential orientation is the construction and the direction of the knowl-
edge towards the teacher’s own experiences. The theoretical orientation refers 
to teacher’s attitude towards theory. The teacher can totally reject the theory, 
feel that the theory is relevant but diffi cult to use or apply a specifi c theory 
deliberately and purposefully. The teacher’s attitude towards theory affects 
the content and the way the information is used in specifi c situations. Social 
orientation encompasses both the infl uence that social circumstances have on 
the formation of teacher’s knowledge and the meaning of knowledge in the 
construction of social structure of instruction. (Elbaz, 1981, pp. 49, 53–60; 
1983, pp. 101–129.)

As we can see from these couple of examples, teachers’ use of their practi-
cal knowledge in interaction has been the focus of research studies. Feiman-
Nemser and Floden (1986, p. 516.) conclude this by saying that, for example, 
in complicated and busy classroom settings teachers have to organise pupil 
groups, respond to pupils’ requirements, evaluate and encourage their studying 
and learning. Teachers have to focus on several different things at the same 
time. They have to manage the classroom both at the individual pupil level and 
at the general level, and be ready to deal with interruptions all the time. In these 
situations quick and sure actions are needed in order to manage the demanding 
classroom interaction. These situations have started to interest researchers and 
for example, Erickson has studied teachers’ “practical ways of seeing” which 
are thought to help teachers in complex classroom situations and to select and 
to concentrate on the essential characteristics of pupils’ actions. (Feiman-Nem-
ser & Floden, 1986, p. 516.)

The nature of classroom reality and teacher’s action in it was also a focus of 
Herbart when he gave a lecture on pedagogy in Göttingen in 1802. He consid-
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ered the nature of scientifi c or theoretical pedagogical knowledge and practical 
teaching, and stated that tact is needed to fi ll the gap between these two. Even 
more importantly, he saw tact also as an essential feature of an educator and as 
a key issue of teacher’s interactive thinking and action. Herbart and van Manen 
(1995), as well as many other theorists in education, suggest that it is not pos-
sible to fi nd the rules or recipes to particular practical teaching situations from 
theoretical educational knowledge. The complex nature of interactive class-
room situation makes it impossible for any theory—even limited, universal, 
partial or general—to offer any instructions for it. The straight application of 
theory to interaction is hardly feasible, because the nature of interactive situa-
tion does not permit deliberation, which would be needed in this case. A teach-
er’s confi dent and quick action is needed in the teaching-studying-learning 
process. (van Manen, 1995, p. 42.)

Herbart’s and van Manen’s thoughts about the importance of tact are main-
ly connected with maintaining the interaction and optimistic atmosphere in a 
classroom during the teaching-studying-learning process. Van Manen (1995, 
p. 45) clarifi es Herbart’s (1802) idea of tact, which is that tact is quite a usual 
way of action in social situations and in dealing with different people. Tact 
combines theory and practice in a spontaneous way, because a straight ap-
plication of theory to practical problem is often quite impossible. Van Manen 
(1991b, pp. 187–190) does not see a teacher’s tactful action as the opposite of 
a planned lesson, but rather on the contrary. When teachers plan, they think 
through the phases of the lesson from different perspectives and prepare the 
intentional structure for the lesson. The more thoroughly teachers prepare their 
lessons, the more receptive they are to pupils’ reactions and the more capable 
they will be to improvise their previously prepared plan. With tact the educa-
tor is able to act in these surprising classroom situations and change them 
to be relevant to the pupils and in line with the purpose of the lesson. The 
teacher’s tactful action in these unanticipated situations is important because 
of the continuity of pupils’ studying and learning during that lesson, but it can 
also have—and it really has—some far-reaching and virtuous infl uences in the 
pupils. Also, Richardson and Fallona (2001) and Fenstermacher (2001, p. 641) 
have found out in their study that teachers utilize a number of various ways 
to construct an optimal classroom atmosphere and to have a deeper effect on 
pupils along with it.

This research on teachers’ tacit pedagogical knowing is one viewpoint in 
the research area on teacher’s interactive thinking and action, and it expands 
further Herbart’s ideas of tact. In interactive situation, a teacher’s main task 
is to teach according to the aims of the curriculum. This means that teachers 
implement their lesson plans intentionally in practice, in interaction with the 
pupils and in good classroom atmosphere. In addition to tact, several other 
phenomena are included in teachers’ tacit pedagogical knowing and that are 
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in use in interactive situation. Actually, teachers need their tacit pedagogical 
knowing in order to succeed in their everyday classroom work with students.

4.6 The Definition of Teacher’s Tacit Pedagogical 
Knowing in This Research

In this research I view the notions of teacher’s tacit knowledge and tacit know-
ing much in the same way as Fenstermacher (1994, p. 20) and Niiniluoto (1996, 
p. 51) defi ne them. In this research the teacher’s tacit knowledge is understood 
as a teacher’s implicit knowledge, which covers for example their embedded, 
implicit beliefs, attitudes and values. In other words, I defi ne tacit knowledge 
as a person’s beliefs and attitudes, which are only partly, but not completely in 
their consciousness, and for this reason it cannot be directly articulated.

In my opinion, teacher’s tacit pedagogical knowing can be observed in 
teachers’ skillful actions and competence in the classroom, in their ways of 
handling uncertain and surprising moments, and in their ability to act in a way 
that the confusion of the pupil or the moment balances in a sensible way in or-
der that teaching, studying and learning go on again. When teachers are asked 
to explain their actions in those diffi cult or surprising moments and they are 
able to do it in reasonable way—it is to give meanings and practical reasons 
for their actions—I understand that they expresses their tacit knowing (cf. Fen-
stermacher, 1994, p. 44–45). The teacher’s tacit pedagogical knowing in this 
research is understood as a process, where teachers use their (explicit and tacit) 
practical pedagogical knowledge in interactive teaching situations, by which 
solutions to complex situations are found, and by which the teacher’s underly-
ing beliefs and attitudes are also indirectly revealed.

All the central concepts which have been considered in sections 4.1–4.5 
in order to analyse the nature of teacher’s tacit pedagogical knowing are sum-
marized in Figure 6. These concepts are deliberated by using two dimensions: 
rational—intuitive and learned—instinctive. The aim of this fi gure is to show 
the nature of the concepts and to clarify the relations between them in one 
entirety. As can be seen, most of them are situated in the intuitive side of the 
intuitive-rational dimension, but still, most of them are learned, and are not just 
instinctive characters of a human being.
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Figure 6. Concepts which appeared in the analysis of tacit knowing are considered 
within rational-intuitive and instinctive-learned dimensions.

In my research I focus on tacit knowing, which I understand as a process and 
which in the light of Fenstermacher’s (1994) as well as Niiniluoto’s (1996) 
theories can be put into words; otherwise it would be diffi cult to do research on 
it. When teacher’s tacit pedagogical knowing is seen as an active process of the 
use of teacher’s practical knowledge, the structure of tacit knowing is defi ned 
in the same way as Polanyi (1966) and later Rolf (1995), van Manen (1991b, p. 
146) and also Hansen (2001) do it, as it was presented before. A teacher reacts 
in the pedagogical moment of the lesson by seeing its nature, understanding 
its meaning, sensing its signifi cance, knowing immediately how and what to 
do, and doing something right, so that the lesson goes on. It is not possible to 
defi ne these individual phases in a teacher’s interactive action, but rather they 
are a complex whole of tacit knowing.

I have made this analytical review of the concepts of tacit knowledge and 
tacit knowing in order to clarify and make sense of different understandings 
that are linked to them and to avoid the unclearness of the concept which, for 
example, Hager (2000) as well as some other researchers discuss. Hager says 
that the researched phenomena are often named with the ambiguous concept of 
tacit knowledge without any clear analysis of what the term means. The result 
from this could be that the obscure name offers all the understanding which 
is needed in a situation, but does not make the researched phenomenon any 
clearer. A consequence of this lack of clarity is the complication of the future 
researches, although the research should be started from this kind of situations. 
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(Hager, 2000, pp. 285–286.) I certainly agree with the importance of concep-
tual analysis. But then, it can be asked that does this analytical consideration 
hide away some essential characteristics of the phenomenon, like affectivity, 
spontaneity or interactivity. Perhaps—and if it is so—it may only be possible 
to reach the true nature of the phenomenon in the classroom reality.
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5 THE CONDUCT OF THE RESEARCH

The conduct of the research in its wholeness is presented in this chapter. The 
uses of data gathering methods, as well as the procedures and data analysis are 
clarifi ed in enough accuracy so that the readers of the research report would 
be able to evaluate their proper use. Also the participating teachers, their back-
grounds, and working contexts are introduced in such a detailed way, to make 
it possible to get the general understanding of them, realize where the data 
gatherings have been made, and locate the research in its surroundings.

5.1 Data Gathering Process

The data gathering in this research consists of several phases, which all have 
their reasoned position in the data gathering process. An initial interview and 
orientating observation period preceded the actual data gathering. I thought it 
very important to familiarize myself with the researched context, before start-
ing actual data collection. The research data were gathered by videotaping and 
with the stimulated recall method, in which the main idea is that a participant 
is interviewed using a videotape from their lesson as a stimulant (cf. Bloom, 
1953; Patrikainen & Toom, 2004a). The data were collected from four partici-
pating teachers, from one participant at a time, and data gathering was carried 
out mainly during the 2003–2004 academic year. In addition to this, the data 
from Teacher 4 were collected in autumn 2005. The detailed research process 
schedule is given in Appendix 1.

5.1.1 Orientating Period before the Actual Data Gathering

5.1.1.1 Initial Interview

Before the actual data gathering I fi rst interviewed all the participating teach-
ers. The reason for conducting the initial interviews before the observation 
period was that I needed to understand the teachers’ thoughts and orientations 
concerning their teacher profession and teaching. The themes of the interview 
were quite broad and they concerned the teaching profession in general. The 
nature of the initial interview was conversational, and the themes we discussed 
are shown in Appendix 2. I transcripted the initial interviews immediately after 
conducting them so that I could get all the information from them to benefi t 
the following observation period and to start understanding the participants’ 
ways of teaching in their real classroom life. For example Aaltonen (2003), 
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Harjunen (2002) and Patrikainen (2003) have also used this kind of initial in-
terview in their research in order to get to know teachers’ orientations towards 
the central issues of teaching more deeply.

The initial interview material does not belong to the actual research data, 
but citations from it are used to describe the participants’ conceptions on their 
emphases on teaching when they are introduced in Chapter 5.2.

5.1.1.2 Orientating Observation

After the initial interview, but still before the actual data gathering period, 
I observed the participants’ teaching for a reasonable period, because I as a 
researcher needed to orient myself to the research context and the teachers’ 
ways of action as well as the appearance of the researched phenomenon. In 
this way it was possible to gather some additional contextual material of the 
observed objects and deliberate on preliminary theoretical thoughts concern-
ing the researched phenomenon, because the absence of these two issues are 
often, according to Erickson (1992; ref. Bottorff, 1994, pp. 247–248), seen as 
limitations to the use of mere videotaped data. The observation period for the 
fi rst three research participants lasted almost two weeks (ten school days), and 
in the case of fourth research participant for one week (fi ve school days), be-
cause my experience as an observer had accumulated and I as an experienced 
observer was able to perceive the researched phenomenon from the teachers’ 
actions more quickly.

During the observation period I stayed away from the classroom’s actions 
and just sat down and wrote down notes about what was going on. Angrosino 
and Mays de Pérez, referring to (2000, p. 677) to Gold (1958) and Adler & 
Adler (1994), call this kind of researcher’s role observer-as-participant, which 
means that the researcher can interact “casually and nondirectively” with the 
subjects, but still remains a researcher and does not cross over the line into 
friendship. I took notes about the surprising lesson moments “pedagogical 
moments” (cf. van Manen, 1991b) in which a teachers’ actions seem to break 
down and in which they appeared to make quick decisions to normalize the 
interactive situation. I wrote down the description of starting point of each 
episode and both teacher’s and pupils’ actions and talk during it with an accu-
racy that was possible during the observation. I also wrote down how the epi-
sode ended and how the lesson continued further. For my research purposes, 
it was important also to write down my own interpretation about the episode 
and about possible teacher’s intentions during it. But I still tried to keep the 
descriptions and the interpretations of the episodes separate from each other 
(cf. Emerson, Fretz, & Shaw, 2001, pp. 353–354). After the actual observation 
situation, I wrote down all my notes clearly using a computer and completed 
them with the necessary details that I remembered from the situation. My way 
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of conducting the observation is described very well by van Manen (1997, 
pp. 68–69), who says that researcher as close observer attempts to enter those 
persons’ lifeworld whose experiences are appropriate material for her or his 
research and gathers so-called anecdotes because of their lived meaning. In 
close observation, the researcher adopts as a close relation as possible, but still 
keeps a hermeneutic alertness to situations, which makes a constant stepping 
back and refl ection on their meaning possible. Van Manen describes the proc-
ess of gathering the anecdotes quite precisely:

‘What is important in collecting anecdotes is that one develops a keen sense of 
the point or cogency that the anecdote carries within itself. In collecting written 
descriptions and conversational interviews one looks for the emerging themes after 
one has collected the material; in collecting one has to recognize what parts of 
“text” of daily living are signifi cant for one’s study while it is happening. It is im-
portant to try to recover those living phrases and incidents that give the anecdote a 
cogent power or point. In gathering anecdotes, one needs to be quite rigorous and 
construct accounts that are trimmed of all extraneous, possibly interesting but ir-
relevant aspects of the stories.’ 

(van Manen, 1997, p. 69.)

Before the following stimulated recall period including videotaping and inter-
viewing I examined the observation notes carefully by classifying them gener-
ally by their core idea, by their core intention. The reason why I analyzed these 
observation notes from surprising situations was that I needed to get a more 
complete and more general conception of those episodes and their different 
focuses, and along with this, about the researched phenomenon itself. This 
observation material was not used as a data in this research, but its purpose was 
to help me to orientate myself and clarify my understanding of the researched 
phenomenon in an authentic context. During the observation period I became 
more sensitive towards the phenomenon of teacher’s tacit pedagogical know-
ing and considered it in participants’ actions, but also naturally started to con-
sider my own relation to this phenomenon. As I mentioned in the introduction 
to this research, for example Moustakas (1994, pp. 47–48) says, that phenom-
enologist necessarily contemplates her or his own relation to the researched 
phenomenon. At this moment, the interpretations about those surprising peda-
gogical moments were made from my viewpoint only, and I was only able to 
suspect that they might be the interesting moments from the viewpoint of the 
participating teachers as well.

In addition to the written observation notes from the classroom, it was very 
important to get to know better the research participants during the observation 
period. It was quite natural to talk confi dentially with the teachers about such 
pedagogical issues that exercised their minds at those moments when I was in 
their classrooms. When I discussed with the participating teachers I primarily 
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listened to their views and asked them questions. I avoided presenting my own 
opinions about the general educational issues, and I did not make any evalu-
ative comments neither about the participants’ pedagogical actions nor their 
pedagogical views, although the teachers might wait eagerly for some kind of 
commentary about their teaching. For example Jackson (1992, p. 402) claims 
that the best way to be familiar with teachers’ personal qualities is to get to 
know them as well as possible, mainly by interacting and talking as well as by 
spending a fair amount of time in their classrooms.

5.1.2 Actual Data Gathering with the Stimulated Recall Method

The orientation phase in the participants’ classrooms was followed by a vide-
otaping and interview period, i.e. the use of the stimulated recall method, and it 
lasted approximately for two school weeks. I chose the stimulated recall meth-
od (STR) as a data gathering method for this study, because the researched 
phenomenon can be reached reasonably with it. The STR-method produces 
two perspectives (with a videotape and with an interview) to the researched 
phenomenon, so it is suitable for this kind of research. The teacher’s tacit peda-
gogical knowing appears in interactive phase of the instructional process, so 
that is the reason why also I as a researcher had to go to the classroom, to real 
context. Argyris and Schön (1974, p. 7) discuss about research into people’s 
theory-in-use and say that if researchers want to know a person’s theory-in-use 
for some situation, they have to construct it by the means of observations of 
their actions. The researcher is not able to form it just by asking the research 
subjects. They state that a researcher’s constructs of someone’s theory-in-use 
can be correct or incorrect representations of the behavior they are about to 
describe. Argyris and Schön also point out that people are aware of their theo-
ry-in-use for some situation, if they know their ways of action by which they 
achieve a desired outcome. They are aware of the outcomes to be reached, the 
appropriate actions and the assumptions of the action they claim to describe. 
(Argyris & Schön, 1974, p. 7.)

5.1.2.1 Videotaping of the Lessons

In this research the videotaping of the lessons has two purposes: on the one 
hand the aim was to produce research material for the video observation of 
pedagogical moments, and on the other hand the aim was to generate the stim-
ulant material for the stimulated recall interview, as is nowadays normal in the 
use of STR-method (cf. Patrikainen & Toom, 2004a, p. 242; Aaltonen, 2003; 
Haglund, 2003; Lyle, 2003; Patrikainen, 1997; Eskelinen, 1993). Naturally, I 
did the videotapings fi rst, so that I was able to proceed to STR-interviews with 
them. Thus, the videotaped data had two functions in this research.
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Bottorff (1994, s. 244) mentions that it is reasoned to use videotaped re-
search material, when the duration of a researched phenomenon is short, when 
its nature changes little by little, or when the detailed or specifi c information 
of the phenomenon is sought, and it is not possible to reach that information 
with the traditional participant observation method. Bottorff (1994, p. 245) 
also points out that complex interactive phenomena could be reached with vid-
eotaped research material, because it is possible to watch the research material 
several times on tape. Rosenstein (2002, p. 7) discusses this same issue, and 
she refers to Geertz (1973) who states that videotaped data offers an opportu-
nity for dense description and thereby the analysis of complex, abstract, inter-
laced and often implicit structures, which are possible to reach with the vide-
otaped data. The characterizations of the complex nature of the phenomenon fi t 
very well to the phenomenon of this research—the teacher’s tacit pedagogical 
knowing—as well. It appears in the interactive phase of the teaching-studying-
learning process, and it is situational and implicit by nature, so it is reasonable 
to approach it with videotaped data. It was also sensible to research it using 
videotapes, because I was able to concentrate on the videotapings and view 
and analyse the phenomenon from the videotapes without hesitation.

Bottorff (1994) reminds us that the way and the object of the videotaping 
are closely connected with the research questions and with the focus of the 
interests. The researcher who uses video recordings has to strive to reach as 
sharp repetition of the events and actions as it is mechanically and humanly 
possible. This goal means the minimizing of the distortions and the alertness 
with threats concerning the validity. (Bottorff 1994, s. 248.) Bottorff (1994) 
advices that it is often reasonable to start the recording before the interesting 
event and continue after its ending, because it is not so easy to defi ne its spe-
cifi c beginning and ending moments, and they also demand the researcher’s 
deliberation. In some situations it is appropriate to record continuously, rather 
than to record the specifi c moments in the action. This can be especially rel-
evant in qualitative research, in which the research settings are quite open and 
the especially interesting events are not defi ned in the beginning of the data 
gathering. (Bottorff 1994, p. 250.)

Both Bottorff (1994, p. 245) and Rosenstein (2002, p. 6) see that vide-
otaped material is a versatile source in qualitative research, but it also has 
its limitations. Rosenstein (2002, p. 6) says that the quality of the videotaped 
research data depends on the cameraman and their skilfulness, camera eye and 
approach. Rosenstein (2002, pp. 6–7) mentions that the advantage of video 
observation is that the camera records everything that is in front of its lens, but 
this fact is also its disadvantage, because the camera does not record anything 
that is out of its scope and out of its lens. Also, Bottorff (1994, p. 246) men-
tions the selectiveness of video, which is found in the case of human observers 
as well. The microphones, for example, do not record all verbal behaviour, and 
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if the cameras are focused on facial expressions they do not record larger body 
movements at the same time. It is not possible to get any information about the 
historical context of the observed action with data recorders. (Bottorff 1994, 
p. 246.)

In this research, I conducted the videotaping of the lessons during two 
school weeks. I discussed the schedule for videotaping with the research par-
ticipants in advance, because I wanted to take their views, plans and the rush 
of everyday school life into consideration. It was an important issue for me 
as a researcher not to disturb the normal life of the classroom, as far as it was 
possible during the videotaped data collection. With each participant, almost 
every day one lesson was videotaped during two weeks, and these lessons were 
the teachers’ own lessons for their own classes in different school subjects 
excluding arts and skill subjects (arts, crafts, physical education and music). 
Different school subject lessons were chosen for videotaping in relation to the 
proportion in which they appear in each class schedule. The idea was also to 
videotape in the mornings and afternoons as well as group and whole class 
lessons. Although I videotaped just one lesson per day, I still spent several les-
sons more, even whole school days in the classrooms during the videotaping 
period. In total, eight lessons from each of the participants were videotaped 
(see Appendix 3).

Before I started the videotaping, I considered the position of the video cam-
era at the back of the classrooms as well as took care of the satisfactory capac-
ity of the microphones. The quality of the video camera was relatively high 
(SONY PD-150), I made all the videotapings by using a stand, and I had two 
microphones attached to the camera to record both the teacher’s and the pupils’ 
talk clear enough. I made some test recordings in the classrooms in order to be 
sure about the quality of the video recordings. In the videotaping situations I 
took care that the teacher, whose actions I was interested in my research, was 
in the view of the camera. Naturally, it was important to get the pupils’ actions 
videotaped in the same view as well, because the essential teachers’ actions 
were often related to the pupils, and it was necessary to see the wholeness of 
the event in the videotape. I videotaped the lessons from the beginning to the 
end, and I did not make any pauses or selection of the interesting events during 
the lesson. It was important to videotape the whole lessons, to see the interest-
ing pedagogical moments in their entirety and in the context of the lesson, and 
in this way to make possible an exact analysis after the videotaping.

Bottorff (1994) reminds us that ethical issues are closely connected to all 
the researches and especially in research studies where videotaped materials 
are used. The researcher has to take care of all the participants’ rights, and 
confi dentiality is a central ethical issue. She sees that the issues concerning pri-
vacy are especially important in order to avoid any injurious effects to the par-
ticipants. The documents by which the participants are informed of the conduct 
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of the videotaping need to be written clearly. (Bottorff 1994, s. 252; see also 
Murphy & Dingwall, 2001, pp. 340–342; Creswell, 2003, pp. 64–66.) In this 
research, I naturally took the ethical issues seriously. I asked for general per-
missions for this research from the Education Department of the City of Hel-
sinki with an offi cial form and from the principals in the schools in which the 
participating teachers worked. Naturally, I asked fi rst for the teachers’ approval 
and willingness to participate in the research, when they were encouraged to be 
the research participants. I also asked the permissions for the videotaping from 
the students’ parents with a written form (see Appendix 4) and informed them 
about the videotaping procedure, although the students were neither the focus 
of the research interest nor were they directly videotaped. It was an important 
issue for me as a researcher to use the videotapes only for the research pur-
poses in the STR-interviews and for the examination of pedagogical moments 
of the lessons, but not to present even parts of the videotaped data to the public. 
I see that the researched phenomenon could be described and studied without 
showing the videotaped data publicly as well, and therefore it is not made.

In this research, it was reasonable to use videotaped lessons as research 
material, and the reasons for this can be found in the aims of the research. The 
focus of the interest was primarily in the teacher’s action, not in the physical 
classroom context, and the nature of the researched phenomenon is complex 
and not very easily reached through participant observation (cf. Patrikainen & 
Toom, 2005, p. 4). I, as a researcher, familiarised myself fi rst with the contex-
tual factors and then I was able to concentrate on the researched phenomenon 
itself. When I compare the progress of my observation with Werner’s and Sch-
oepfl e’s (1987, ref. Angrosino & Mays de Pérez’s, 2000, p. 677) description of 
the three phases of observational process, I notice some similarities between 
them, at least at a general level. Werner and Schoepfl e state that in the fi rst 
descriptive observation phase observers observe everything. When they begin 
to understand what is and what is not irrelevant, they move to the second fo-
cused observation phase, in which irrelevant things can be ignored. In the third 
selective observation phase, observers concentrate on the attributes of different 
types of certain activities. (Angrosino & Mays de Pérez, 2000, pp. 677–678.) 
But still, as van Manen (1997, pp. 121–122) importantly points out, a phenom-
enologically oriented research does not try to describe the nature of a phenom-
enon in the same way as an ethnographer describes a certain culture. The aim 
is to clarify those aspects of a phenomenon that help to show its character and 
which constitute the nature or essence of the phenomenon. This means that 
‘every phenomenological description is just an example, an icon that points at 
the “thing” which we attempt to describe’ (van Manen, 1997, pp. 121–122).
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5.1.2.2 Stimulated Recall Interviews

As I mentioned before, the videotaped data served as observation material in 
this research, but it was also used as a stimulant in the stimulated recall inter-
view with the participating teachers. The nature of the researched phenomenon 
was the primary reason to use the STR in data gathering. And, as Bottorff 
(1994, p. 246; see also Patrikainen & Toom, 2005, p. 4) importantly reminds 
us, it is not possible to fi nd out the observed person’s thoughts and subjective 
conceptions with the videotapes or with the observations. Bottorff (1994, pp. 
247–248; see also Patrikainen & Toom, 2005, p. 4) maintains that interviews 
may complete and enrich the interpretations that are made from the observed 
actions, and it can be also used as validation for the analyses.

According to one of the fi rst users of the stimulated recall method Bloom 
(1953), the basic idea in the STR is that ‘the subject may be enable to relive an 
original situation with vividness and accuracy if he is presented with a large 
number of the cues or stimuli which occurred during the original situation’ (p. 
161). The videotape from the lesson is watched together with the researcher 
and the research participant, and the main idea is that the research participants 
report and describe their interactive thoughts and actions during the lesson as 
authentically as possible and give reasons for them as well (cf. Patrikainen & 
Toom, 2004a, pp. 242–243; Eskelinen, 1991, p. 2). With the STR it is pos-
sible to fi nd out the interactive thought processes that are not possible to un-
cover with mere observation methods (Patrikainen & Toom, 2004a, p. 239). In 
this research, the STR-interviews were conducted after the videotaped lesson 
within two days, as several experienced users of this method recommend (cf. 
Bloom, 1953, p. 162; see also Patrikainen & Toom, 2004a, p. 242). In some 
sessions, the STR-interview of one videotaped lesson was conducted, while in 
other sessions the STR-interviews of two videotaped lessons were carried out. 
This depended on the work schedule and haste of the research participants, 
because the interview schedules were naturally planned together with them, 
and I as a researcher was ready to be fl exible in this case. But still of course, I 
conducted the STR-interviews of all the videotaped lessons. The total amounts 
of STR-material are clarifi ed in Appendix 3.

I viewed all the videotaped lessons carefully before the STR-interview sit-
uations, as it is normal when the STR is used (cf. Patrikainen & Toom, 2004a, 
p. 245). From the videotaped lessons I chose the surprising moments, in which 
participant teachers’ actions seemed to break down and in which they had to 
do something in order to make sure that the lesson continued. Despite of the 
surprising nature of these moments, they were still normal everyday events 
that occur in teaching situations. The moments could have several different ini-
tiators, for example a student’s question, action or problem; some situation in 
the relationships between students; the teacher’s own action etc. These events 
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can be also called as pedagogical moments (cf. van Manen, 1991b) or critical 
incidents, as for example Tripp (1993, 1994) and Angelides (2000, 2001) call 
them. I made detailed notes about the time and location of pedagogical mo-
ments in the videotapes and I also wrote down several central questions that I 
intended to present to the participant during the STR-interview. According to 
Patrikainen and Toom (2004a, p. 242; 2004b, p. 3), the STR-interview can be 
structured or unstructured and it can be focused on the whole lesson, or just 
some parts of it. Before I conducted the STR-interviews, I informed the partici-
pants clearly about its nature and idea, because for example Calderhead (1981, 
p. 214) says that the preparation and the instruction of the participant may 
signifi cantly infl uence the nature of the data. I asked the participants actively 
to comment on their thinking and action during the videotaped lessons and also 
to explicate their reasons for thinking and action. In addition to this, I told them 
that I had chosen some lesson episodes that I was interested in and which I was 
eager to present some questions. Both the participants and I had the possibility 
to stop the videotape during the interview every time it was necessary. I also 
told them that I would record all the interviews with a mini disc-player (SONY 
MZ-B100), so that it would be possible to handle and analyze the interviews 
afterwards.

Thus, I viewed all the lessons as a whole with the teachers, and paid special 
attention to the chosen pedagogical moments. When we discussed the par-
ticipating teacher’s thinking and action during these pedagogical moments, I 
presented three central basic questions—what? how? why?—to each of them 
(cf. Patrikainen & Toom, 2004a, p. 243; Patrikainen & Toom, 2004b, p. 3; 
Clark & Peterson, 1981, pp. 257–258; 1986, p. 268; Aaltonen, 2002, p. 181). 
I asked them to describe the moment, talk about their thoughts and actions 
during it, as well as their reasons, and stayed all the time quite close to the 
concreteness of the moment (cf. van Manen, 1997, pp. 66–68): What happened 
in this moment? What did you think during it? How did you act? How did you 
decide to act in this way? Why did you do what you did? Why did you think 
in this way? The interview questions infl uence the nature of the data as well, 
so I needed to consider them carefully. In addition to these questions, I asked 
the specifying questions concerning each case, and presented the additional 
questions as well, which is an undoubted advantage of this method (cf. Patri-
kainen & Toom, 2004a, p. 247). I avoided infl uencing actively participants’ 
own views about the discussed moments except the presented questions, but I 
rather tried to talk as little as possible and just stay in the active listener’s role 
(cf. Patrikainen & Toom, 2004a, p. 243). Tuomi and Sarajärvi (2002, p. 82) as 
well as several other researchers emphasize this kind of researcher role, when 
the dialogical relation between researcher and participant is discussed. I was 
primarily interested in the participants’ own views and thoughts, but I was not 
so eager to present my own interpretations about the situation. Van Manen 
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(1997, pp. 97–98) states that in the research interview, researchers should keep 
the question (of the meaning of the phenomenon) open, and to keep themselves 
and the interviewee oriented to the substance of issue being questioned. Dur-
ing the interview I had to listen to the participant very carefully, so that I was 
able to present additional questions, especially those why-questions, which 
seem to be the most diffi cult ones for the teachers (cf. Argyris & Schön, 1974, 
pp. 6–7; Kansanen, 1995, p. 34). I also presented these specifying questions 
in the direction of the aims of my research, as van Manen (1997, pp. 66–68) 
emphasizes.

I also needed to be very sensitive in my questioning, because I as a re-
searcher had made some interpretations about the pedagogical moments and 
assumed that these moments could be meaningful for the participants, too. In 
most cases, the moments that I wanted to present questions about were also 
meaningful for the participant. This conception can be also criticized easily 
by referring to several researchers (Gass & Mackey, 2000, pp. 5–6; Eskelinen, 
1993, pp. 72–73) who mention, that teachers—as people in general—are in-
clined to explain their actions if they are asked to do it, even if these actions 
have no real meaning for them. However, in the case of some moments that I 
thought to be meaningful ones, the participants said that “I do not know what 
is happening there.” or “Let’s see, what’s going on.” I did not try to ask more 
about these kinds of moments, or present any evaluations, but was sensitive 
towards participants’ own views. I thought that this was very important, be-
cause I was interested in the participating teachers’ own thoughts, conceptions 
and interpretations about the pedagogical moments in the fi rst place; not what 
I imagined them to be (cf. Mayer & Marland, 1997, p. 21; Marland, 1986, pp. 
212–213). Although I emphasized the primary role of participants’ views, it is 
clear that I as researcher was involved in the researched reality and my role in 
the interview in relation to the researched phenomenon infl uenced the research 
results as well, as Eskelinen (1993, pp. 75–76) points out. This means that the 
conception of the phenomenon was created in the interaction between the par-
ticipants and me (cf. Patrikainen & Toom, 2004a, p. 243).

The presence of the videotaped lesson in the STR-interview was a clear 
advantage, especially when the surprising and short moments of the lesson 
were discussed. It prevented the problem of forgetting as well as the straying 
during the course of the interview, which could happen in a normal research 
interview. This has been mentioned by several researchers using the STR (for 
example Eskelinen, 1991, p. 6; Jokinen & Pelkonen, 1996, p. 138), as Patri-
kainen and Toom (2004a, pp. 246–247) point out. Despite the fact that the 
video prevents the problem of forgetting in a STR-interview, there are still 
questions that need to be taken into consideration. Both van Manen (1995, 
p. 38) and Feiman-Nemser and Floden (1986, p. 506) mention the diffi cul-
ties that appear in teacher knowledge and teacher thinking research, when the 
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descriptions of thoughts are discussed. Van Manen (1995, p. 38) points out 
that it is very diffi cult for teachers to fi nd any suitable concepts for describing 
the reasons behind their actions; they rather answer in generalities or with a 
story, joke, or an observation. Feiman-Nemser and Floden (1986, p. 506; cf. 
Argyris & Schön, 1974, pp. 6–7, 11–12) claim that teachers’ self-reports in 
interviews do not necessarily capture their inside perspective, and despite of 
accurate information about their mental lives, it is not so easy to express it 
especially clearly. Also Calderhead (1981, p. 213) presents this same question 
and questions to what extent teachers are aware of their own thinking and are 
able to verbalise it, because some areas in teacher’s knowledge have reached 
a level of automatisation and are therefore diffi cult to reach. Patrikainen and 
Toom (2004a, p. 248) mention by referring to Jokinen and Pelkonen (1996), as 
well as to Eskelinen (1991), that the analysis of one’s own thinking and action 
requires metacognitive skills, and their underdevelopment can restrict the use 
of the stimulated recall method.

In addition to questions that have to do with the teachers’ ability to expli-
cate their thinking, there can appear the problems that relate to the videotaping 
of the lessons, as Patrikainen and Toom (2004a, p. 248) mention by referring 
to several researchers. Videotaping can cause embarrassment in teachers and 
make them feel the lesson to be a performance. Despite this problem, it has been 
proved that videotaping mainly infl uences people’s external behaviour; it has 
less effect on their deep-rooted ways of action. There might appear some con-
trol of action and tension as well, but they are normally only momentary, and 
abate when the videotaping lasts long enough. (Patrikainen & Toom, 2004a, p. 
248; see also Rosenstein, 2002, p. 8) Based on my theoretical knowledge of the 
STR-method as well as my personal experiences, I was able to empathize with 
the research participants and help them to cope with watching the video and 
reporting their thoughts. I was especially familiar with the experiences, feel-
ings and cognitive processes, which appear both in the videotaping of the les-
sons and in the STR-interviews and after them, because over a year ago before 
I started to gather my own research data, I was a participant in some research 
in which the STR-method was used. As both Calderhead (1981, p. 213) and 
Yinger (1986, pp. 270–271) mention, it is not necessarily easy for teachers to 
see themselves in the video with all their habits and behaviors; so to say from 
an “outsider’s” perspective in a new way. Added to this, I observed a relatively 
long period in each participant’s classroom before I started the videotapings, 
so it probably reduced their tensions.

I did not tell participants the exact concepts that I would be focusing on 
in my research report during the data gathering. Instead of this, I told them 
that my research focuses on teacher’s pedagogical thinking and action during 
interactive teaching. This decision can be criticized, as well as defended. Fei-
man-Nemser and Floden (1986, p. 506) say that if teachers are pressed to give 
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general descriptions of themselves and their work, they tend to use the same 
language as researchers instead of their own. I justify it also by considering the 
nature of the researched phenomenon, and the member checking which is done 
at the end of data analysis. In the member checking situations, the theme of the 
research was fi nally explained clearly. Harjunen (2002) made a similar deci-
sion in the data gathering phase, when she studied the construction of teacher’s 
pedagogical authority. Several experienced teacher thinking researchers say 
that teachers easily start to construct the expected “right” answers to researcher 
instead of describing and reasoning their own reality in classrooms, so in the 
light of this view my decision could be accepted. Van Manen (1995, p. 47) has 
also considered this diffi culty and he says that when teachers are asked to talk 
about their actions, they produce abstract principles or theories because of the 
diffi culty to talk about normal, everyday issues of actions and their surround-
ings. 

5.2 Research Participants

In this chapter I present the teachers who participated in this research. I will de-
scribe the central characteristics, teaching principles and facts about the teach-
ers, and their school contexts, which are essential from the viewpoint of this 
study. I complete my description of the teachers by attaching some citations 
from their initial interview data.

I started to search for possible research participants in September 2003. My 
aim was to fi nd some interesting class teachers as participants, which means 
that they are enthusiastic about their work and there is something special in 
their way of doing their work as a teacher. I also thought it important to get 
participants who differ from each other in their age, in their educational back-
ground, in their work experience as teachers, in their working context, and in 
the grade which they were teaching at the moment, because I thought that it 
could give variety to the research data. I knew all the participants beforehand 
from different contexts, but I had not observed their actual classroom teaching. 
All the participants are class teachers, and their main task is to teach pupils in 
grades 1–6 and almost in all school subjects in comprehensive schools. The 
class teacher qualifi cation regulations are defi ned offi cially, and nowadays the 
qualifi cation can be achieved by doing class teacher’s master level studies (300 
study points) at university. The major subject in these studies is education (140 
study points), and minor subject studies consist of multidisciplinary studies in 
subjects taught in school (60 sp) and optional minor studies (60 study points). 
The class teacher requirements and education have changed in the 1980s, but 
the main idea, the emphasis on education, has remained the same. When I 
asked the teachers to participate in this research, I told them that the research 
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focuses generally on teacher’s pedagogical thinking and action in interactive 
teaching situations. During autumn 2003 I found three participating teachers 
and in spring 2005 one more participant.

Teacher 1

Teacher 1 is 40 years old and she has worked as a class teacher for 17 years. 
She has graduated as a class teacher from University of Lapland, and she has 
done her studies in Rovaniemi. After her studies she has worked as teacher 
around the Helsinki district in three different comprehensive schools. She has 
always aimed to teach each class continuously for six years throughout the 
lower grades of comprehensive school, because according to her, six years is 
long enough to achieve something real regarding bringing up and educating 
children. During this research Teacher 1 had her fi rst year in that particular 
school. At that moment, she taught the fi rst grade, and she was eager also to 
continue with them in the following year, if she was able to infl uence this is-
sue.

Teacher 1’s school is quite close to the Helsinki city centre, and approxi-
mately 300 students and 20 teachers work there. She has worked in this school 
only for about half year, and during this time she has deliberately been a by-
stander in the teachers’ room and she has contributed less to activities there 
than she did in her previous work places. The elements that Teacher 1 empha-
sizes in her action as a teacher are sincerity and honesty. She tries to practice 
her teaching according to these principles and tries also to pass them on to her 
pupils as well.

A: What is the characteristic you mentioned, that you want to leave to 
pupils or mediate to them during these six years?

T1: It is very important for me is… the most important for me is that my pu-
pils will grow up to be fair, righteous and emphatic human beings. It is 
the most important thing for me. And just after those comes the study-
ing skills, they come a little bit later, but anyhow I put those things fi rst. 
Because, if they have those skills which I listed fi rst, then during the 
six years, the studying skills would have probably been developed for 
them. These are the most important starting points. I also imagine that 
during these six years I have time to give them a lot of skills, through 
which they can and are able to study. And then of course I hope that to-
gether with these, because I value so much old-fashioned hard working, 
they would learn to value working and enjoy it. So they will get things 
after striving for them. One or two years are not enough for this. You re-
ally need plenty of time, so you are able to grow up a child, that you are 
able to learn to know her or him and you are able to guide and educate 
her or him. And also learn by yourself. This means of course not, that… 
In my opinion, teacher’s profession is in this respect wonderful, that the 
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longer you do it, the better you can become, if you really are interested 
in it. There are no limits to growing up and developing as a teacher. 
The longer you do it, the more you will learn if you have the ability. If 
you are alive and well, and if you are able to be enthusiastic, you can 
become just and only better.

Teacher 2

Teacher 2 is 52 years old class teacher, who has worked as teacher for 29 years. 
She has done her teacher studies in Turku, and after it she has worked in two 
comprehensive schools (grades 1–6) and in one unifi ed comprehensive school 
(grades 1–9) in different districts of Helsinki. During her career, she has taught 
all grades from 1–6, but in past few years she has been eager and interested 
in teaching mainly grades 1–4. In the course of this research she works with 
third grade class, which she has taught from their fi rst school year. In the next 
autumn she was beginning with fi rst graders again.

Teacher 2 works in quite a large unifi ed comprehensive school, where are 
about 600 students and 40 teachers during the research. This school is located 
in a suburban of Helsinki, where a considerable number of people of different 
ethnical backgrounds are a natural part of everyday life. In addition to her work 
as class teacher, Teacher 2 is the school’s assistant headmaster. By courtesy of 
this position, she has infl uence on the pedagogical lines of the school and on 
its curriculum work. Her special didactical interests are focused on the devel-
opment of mother tongue and literacy teaching. A central element in Teacher 
2’s profession is her relationship with the students. She emphasizes teacher’s 
consideration for students, but she also deliberates on a teacher’s authoritative 
position, its essence and bounds.

T2: … But at the core of being a teacher is, maybe, if I think of being the 
fi rst class, being the fi rst or second class teacher, is in there… It came to 
my mind, that in one of Eeva Kilpi’s [a Finnish poet] poems she looks 
at her family and her own children and says then, that… [in tears]. So, 
that “I am meant to be good for these people”, so it is the thing in my 
opinion, which is also at the core of teacher profession. It doesn’t mean 
such a loose attitude, that all things are disregarded…

A: To accept and allow everything?

T2: Exactly, but…, but the thing that, that kind of professionality as a teach-
er is also, that if I happen to have a hangover or headache or something, 
so I don’t have a right to be ill-tempered or release my anger or moods 
or something to the students.

Teacher 3

During the research Teacher 3 is 36-year-old and she has worked as a teacher 
for nine years. She has graduated as a class teacher from University of Hel-
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sinki, and she has also subject teacher competence in biology for grades 7–9. 
After her graduation she has worked as a substitute teacher for one year, and 
after it she has taught two classes between grades 3–6 in her present school. At 
the moment of the data gathering Teacher 3 teaches a sixth grade class, which 
has become very familiar for her over four years. After the research period in 
spring, she will be separated from her familiar class and will begin with new 
students next autumn.

Teacher 3 works in the same unifi ed comprehensive school (grades 1–9) as 
Teacher 2, in which she has worked for almost all her teacher career. During 
the time that she has worked in this school, it had changed from a comprehen-
sive school (grades 1–6) to unifi ed comprehensive school (grades 1–9). Along 
this change, Teacher 3 teaches both her own class as a class teacher and upper 
grades (7–9) as a biology subject teacher. Teacher 3 is active in developing ICT 
based teaching and learning both in her own school and in different national 
and international projects.

Teacher 3 emphasizes her presence for students as her central principle. 
She also emphasizes being an adult and a support person. Very important for 
her is to inspire students’ thirst for learning and to achieve and possess the 
basic skills.

A: Which things do you consider important, if you have to mention some 
of them? Which things do you see important in being a teacher and in 
teaching?

T3: My basic principle is that the most important thing is to be with them. 
To be with them, to be present. And be in a way, mmm… available in a 
way, when they need it. Maybe this is the thing that I feel to be the most 
important. And if I can say to be in the second place, so there is, that I 
could sometimes inspire a kind of hook in them. The will, the thirst for 
learning, I mean that I could wake an avalanche in them, where I just 
could try to open its speed. But after it everything depends on them. But 
to inspire them in to the way that they could be able to start their own 
working and learning. And in an emphasized manner, when you are 
quite a long time with same children, you will understand the meaning 
of the human relationship that is there. In other words, to be a kind of 
good adult for them.

A: Why is this idea of being present, that you mentioned before, why is it 
important?

T3: Maybe I experience from these children that they need it very much. So 
the need comes from their side. And, as I said, there are very supportive 
and nice families in this class. So, there is not this kind of situation 
that they were kept poorly within their families and therefore needed 
my presence. Or maybe it is diffi cult for me to say, are their parents 
present or not, and on the other hand, the teacher’s presence is a little 
bit different than the presence of grown-up parent. In a way, somehow 
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it emanates from them that they have…, the familiar adult is all the 
time supporting them along their way who they are able to turn to when 
needed. And, and in this restless time, learning and being at school and 
here, spending their life here… so it is good to have a kind of good adult 
beside.

A: How about another thing, when you told about throwing a hook of in-
terest for them? Why is it so important?

T3: Well, it is the thing that teacher in this kind of school can aim at. Not 
exactly… Of course it is important to carry out the basic goals here 
and… Actually it is not important to carry them out, but to develop a 
basic toolbox for them… But maybe the reason why I am saying this is, 
that I have the sixth graders, who have achieved this basic toolbox and 
they already have this skill. Maybe, if I were on third or fourth grade, I 
would talk much more about these basic skills, for example. Like basic 
skills in the mother tongue and in mathematics and in growing up as 
a human being and things like this. But now when I feel that I have a 
group of pre-teens in my hands, who manage these things, so now I 
hope for them when I notice, that this huge amount of information and 
all this is here in the sixth grade. There are so many things that I could 
tell them and give them experiences. So I can’t do anything else but 
offer the tools for experiences and effort, that… And in a way to push 
them to their own path, that they understand how much they as sixth 
graders already need their own self-direction and planning of their life. 
To accompany them there. To help them in these situations.

Teacher 4

Forty-years-old teacher 4 has worked at the same comprehensive school 
(grades 1–6) in the certain one-family house district of Helsinki for almost his 
entire teacher career, 15 years. He has graduated as a class teacher from Uni-
versity of Helsinki after two years of teaching experience, and he also has sub-
ject teacher competence in mathematics for grades 7–9. Teacher 4 has taught 
mainly 9–12 years old students, and during this research he has fi fth class with 
approximately eleven-year-old students.

Teacher 4’s school is neither a small, nor especially big one; it has approxi-
mately 25 teachers and 600 students. Teacher 4 participates actively in sev-
eral different didactical innovation projects in his school, and he is especially 
enthusiastic about developing the ICT possibilities in teaching and learning. 
Mathematics and physics are the special focuses of his interest, although he is 
pleased to teach all other subjects as well. When Teacher 4’s more general edu-
cational views are considered, a teacher’s role as a promoter of a responsible 
students’ studying and learning became essential. He says that a teacher is not 
able to do very much, if a student is not willing to study. He also emphasizes 
his position as a creator of learning requirements and environments.
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A: Which things are important to you as a teacher?

T4: Well, somehow when I think about that… That I am not especially all 
powerful. And I have even started to ponder that is it generally possible 
to teach anything. And actually I have changed my own focus in my 
work, and I have started to think about more that I am not able to teach 
anyone against their will. That I am only able to make it possible, that 
students would have as good prerequisites for learning as possible. And 
I strive to direct my support and help more into that direction, maybe.

A: Do you mean that it has changed since your early years as a teacher?

T4: Yes, without question. That er… that of course I have thought some-
times that it is possible… Especially during my theoretical studies, that 
yes that I will, that thoughts like “I save everyone”. J But it will fall 
down very quickly, when you come to work, but… but still… But still 
in my opinion, I feel it always as a more proper way, when I think 
that… That the student here is the one who makes the work. And my 
task is just to help her or him in it, in her or his job. Instead of that I 
would see myself as a beatifi c power here somehow.

The conclusion of basic information of the participating teachers is presented 
in Table 3. With the help of this information it is possible to make some com-
parisons between the participants, and understand the wholeness of the partici-
pating teachers as well.

Table 3. General information conclusion of the teachers who participated in this re-
search.

Participating 
teacher

School Grade Age
Teaching 

experience
Formal 

competence

Teacher 1, 
female

comprehen-
sive school 
(grades 1-6)

 1st grade 40 years 17 years
MA (education),
class teacher

Teacher 2, 
female

unifi ed 
comprehen-
sive school 
(grades 1-9)

3rd grade 52 years 29 years class teacher

Teacher 3, 
female

unifi ed 
comprehen-
sive school 
(grades 1-9)

6th grade 36 years 9 years

MA (education), 
class teacher, 
subject teacher 
in biology

Teacher 
4, male

comprehen-
sive school 
(grades 1-6)

5th grade 40 years 15 years

MA (education), 
class teacher, 
subject teacher 
in mathematics
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5.3 Data Handling and Analysis Process

I started making the extra backup copies, handling and transcription of the 
data almost immediately after I had collected each one of them. I spent the 
2004–2005 academic year conducting the analyses of three participants’ data. 
During spring 2006 I analyzed Teacher 4’s data and fi nalized the whole analy-
sis processes with member checking (cf. Lincoln & Guba, 1985) at the end of 
May 2006. The detailed schedule of the research process is in Appendix 1. The 
data handling and analysis are described in the following chapters.

5.3.1 Detailed Examination of the Videotaped Data

As Bottorff (1994, p. 253; see also Ritchie & Tobin, 2001, p. 289) mentions, 
the analytical examination of the videotaped data begins already in the data 
collecting phase, although the major part of the analysis of videotaped data is 
naturally done after the data gathering. This was also the case in my research, 
and in addition to this, the preliminary orientating analysis occurred during 
my preparation for the STR-interviews and in the STR-interview situations as 
well. That is to say that I already made the interpretations about the researched 
phenomenon when I was behind the camera, directed it and videotaped the 
lessons. Becoming acquainted with the videotaped data continued, when I pre-
pared myself for the STR-interviews and chose the pedagogical moments of 
which I was especially willing to interview the participants about. Sensitive-
ness towards the researched phenomenon was essential as I already previously 
explained. Bottorff (1994) discusses about the way in which the qualitative 
researcher starts to watch the videotapes in analysis, and she thinks that a re-
searcher watches, listens and asks questions of the videotaped lessons in order 
to perceive the behavioural clusters or interactive segments. She or he presents 
the questions like “What is happening here?” “How does the interaction differ 
from the other events?” “What are the characteristics of this interaction?” Bot-
torff mentions that descriptive notes or transcriptions are often written from 
the observed actions, and they help the later phases of analysis. In order to fi nd 
interesting events from the videotapes, it is useful to keep a log of the main 
events, which have already been found in the videotapes. (Bottorff 1994, p. 
255.) These notions describe very well the way in which I started the video 
analysis in my own research. The notes that I made for the STR served as a 
kind of log to conduct the actual examination of the videotaped data, which 
was done after the STR-interview phase. 

Bottorff (1994, p. 258) claims that in situations where the informants are not 
able to report on their action reliably, or large amounts of details are required to 
answer the research questions, or the observers do not manage to document the 
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action in enough detail, videotapes notably enlarge the possibilities to analyse 
the actions. These characterisations fi t very well to the phenomenon of teach-
er’s tacit pedagogical knowing as well. When this kind of short, interactive and 
complex phenomenon is recorded to the videotape, it is possible to re-observe 
it several times from the videotapes, which are permanent and dense research 
material, as Rosenstein (2002, p. 2) points out. Also Bottorff (1994) claims, 
that permanence and density are the undoubted advantages of videotaped re-
search material. There are several advantages when the video observation is 
compared with the participant observer, who is able to notice the individuals’ 
verbal and nonverbal action, but who is not able to observe all the relevant cues 
at the same time and remember them afterwards. (Bottorff 1994, p. 246.) Ro-
senstein (2002, p. 4) discusses the importance of observing both the verbal and 
the nonverbal cues of an action, and she thinks that good observation should 
contain the examination of nonverbal action as well, because nonverbal details 
are especially important. Rosenstein (2002, pp. 3–4) cites Collier (1967) who 
mentions that it is possible to defi ne the nature and meaning of the social action 
specifi cally with the videotape, because movements express the emotions and 
the quality of the action. The camera often records moments of the action that 
are not possible to notice with mere human eyes. Rosenstein (2002, p. 6) also 
points out that the researcher using videotaped data can examine the action 
both from the what- and how- viewpoints, because the video records the nature 
of the event as well. In addition to the researched action, the context in which 
the action occurs can be observed from videotaped data, as Rosenstein (2002, 
p. 3) mentions by referring to Collier and Collier (1986). 

Before I started the analysis of the videotapes, I considered the possibil-
ity of using the Transana program, because I thought that it could help sig-
nifi cantly in making the proper analyses of the videotaped material. As Morse 
and Pooler (2002, p. 1) point out, a central challenge for the researcher using 
the videotaped data is to describe and analyse the views of the videotapes as 
they are in reality. After familiarizing myself with the features of the Transana 
program, I decided to do the transcriptions and illustrations with Microsoft 
Word anyway, because it was satisfactory enough for my purposes. According 
to Morse and Pooler (2002, pp. 2–3), the level of analysis of videotaped data 
can vary from macro analytic to micro analytic. In my research, I started the 
examination of the video data with the transcription of all the lesson discus-
sions in their wholeness and with writing short, but suffi cient descriptions of 
the participants’ actions. The total amounts of transcripted videotaped material 
are presented in Appendix 3. After the transcription I made the general over-
views of the courses of the lessons with time codes (see Figure 7). The general 
overviews describe the teaching and studying activities of the lessons, and they 
are like macro analytic level analyses of the lessons.
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After the general overviews, I concentrated on the pedagogical moment 
episodes. In the beginning of the analysis, I coded the pedagogical moment 
episodes in a way that it is possible to identify the participant and the lesson 
to which the pedagogical moment episode is connected. So the code (T1L3Sc, 
20:29–22:07) indicates that the episode is from participating teacher 1 (T1), 
it is from the third lesson (L3) that was science (Sc), and the duration of this 
episode is 1:38 minutes (20:29–22:07). I checked the meaningfulness of the 
pedagogical moment episodes for the participants by setting the transcription 
of the videotaped data and the transcription of the STR–data side by side, and 
by comparing the pedagogical moment events with the participants’ explica-
tions of them. If the participant gave clearly some meanings for the pedagogi-
cal moment episode, I chose it for the research data and marked it in the illus-
trations. An example of an illustration is in the Figure 7. The upper part in the 
illustration describes the general overview of the lesson and the lower part of 
the fi gure shows the pedagogical moments of the lesson. The illustrations, in 
which the general overviews of the lesson and the pedagogical moments were 
shown, were important because with them it was possible to locate the chosen 
pedagogical moment episodes into the lesson contexts (see Appendixes 5a, 6a, 
7a, 8a). If the level of this analysis in the general overviews of the lessons is 
evaluated according to Morse and Pooler, it could be said that it is done on a 
macro level.

Figure 7. An example of the illustration, in which the general overview of the lesson 
and the pedagogical moment episodes are marked.

After the illustrations, I still concentrated more specifi cally on analysis of the 
pedagogical moment episodes. Morse and Pooler (2002) mention that the anal-
ysis of the data can be manipulated by: several viewing times, speeding up the 
videotape, slowing down or stopping the videotape, discussions, analysis and 
re–analysis. These actions can produce some views and conceptions, which 
otherwise could not be caught at all. (Morse & Pooler 2002, pp. 2–3; cf. Bot-
torff, 1994, p. 247.) I used these different ways to analyse the videotaped data, 
when I concentrated on the analysis of the pedagogical moments in a more 
detailed way. I focused on the transcription of the discussion of pedagogical 
moments and wrote even a more detailed description of the teachers’ actions, 
students’ actions and other important issues during the moment. After this I 
started the reduction. I summed up the central focuses of each pedagogical 

00:00 38:10

  Intr. Individual 
text book reading 

Collective 
discussion 

Individual practice
book exercises 

Collective exercise 
checking 

Individual 
writing exercise

  Hm 
  wk 

10:00 20:00 30:00
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moment and took both the teacher’s action and talk into consideration. Rosen-
stein (2002) mentions interestingly that videotaped data enables researchers to 
distance themselves from the data, and re-observation can produce new per-
spectives for the original observation. Video as a research material is not static, 
but rather its re-observation produces new information and enriches original 
data. (Rosenstein 2002, p. 7.) When I made the interpretations of the pedagogi-
cal moments, I used the transcriptions of these episodes, but I also viewed the 
videotapes again along them in order to be sure about my interpretations and to 
preserve the authenticity of the episode in the analysis. As Pirie (1996, p. 555) 
mentions, the early transcription might cement the liveliness of the videotaped 
data too early and bend the interpretation in some way.

Thus, I specifi cally handled only the pedagogical moment episodes from 
the videotaped lessons, on micro level analysis. These transcripted pedagogi-
cal moment episodes could be also characterized as anecdotes as van Manen 
call them (1997, pp. 119–121), which prove some kind of meaningful episode 
and teacher’s action from a true classroom life. I analysed and interpreted the 
participating teachers’ core ideas in the videotaped pedagogical moment epi-
sodes. It is clear that I could have been defi ned several intentions, but my aim 
was to fi nd and interpret the most central and guiding emphasis of the episode, 
that showed up for me as such (cf. Barone & Eisner, 2006, pp. 99–100; An-
gelides & Ainscow, 2000, pp. 157–158). After I had found the core ideas of the 
episodes, I constructed the categorisations that arose from the data. Along with 
this I formed the individual categorisations of each participant’s data. Although 
the categorisations were individual for each participant, the framework of the 
didactical triangle, which was presented in Chapter 2 infl uenced the analysis 
process and directed the analysis in a more general level. This way of doing 
analysis is called the use of abductive logic, which is originally known from 
Peirce’s (1878) writings. An example of the reduction of pedagogical moment 
episodes in this research is presented in Table 4. In the transcription, T1 means 
Teacher1’s comment and S1 indicates Student1’s comment during the episode. 
The text written with Italics is a description of teacher’s and student’s action 
during the episode, which is not possible to realize from their comments. The 
J-sign indicates a teacher’s or a student’s laugh or smile. In sum, I analyzed 
285 pedagogical moment episodes in this way.
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Morse and Pooler (2002, p. 3) remind us that there are considerable possi-
bilities for making mistakes in the interpretation of the videotaped data, if the 
videotapings are not completed with the interviews or other literal products 
from the individuals being videotaped. In these cases it is impossible to make 
analysis from the participants’ viewpoint or confi rm the reliability of the analy-
sis, and it remains only at the level of description. (Morse & Pooler 2002, p. 
3; cf. van Manen, 1995, pp. 47–48.) Also Rosenstein (2002) mentions, that 
the reliability of videotaped data can be increased in many different ways. 
An interesting triangulation can be done by comparing the videotaped data 
with audiotapes. The reality can be also assured by showing the videotape to 
those persons, who are at the focus of the videotaping. (Rosenstein 2002, pp. 
10–11.) In this research the videotaped data served as a tool for me as a re-
searcher to orientate myself to the phenomenon of teacher’s tacit pedagogical 
knowing and approach it carefully from her viewpoint, before the participants’ 
viewpoints to the phenomenon were considered. Although I considered the 
researched phenomenon fi rst from the videotaped data, the emphasis of my 
research interest was in the participating teachers’ conceptions, which I aimed 
to reach by analysis of the STR-interview data.

5.3.2 Detailed Examination of the Stimulated 
Recall Interview Data

After I had examined the videotaped data, I concentrated on the STR-inter-
view material. Also, in the analysis of STR-interview data I preferred the use 
of abductive logic (cf. Peirce, 1878), in which the formation of the categories 
proceeded fi rst inductively from the data and then continued in the theoreti-
cal framework. I emphasize the importance of expressing the teachers’ own 
voice instead of merely using some general theoretical concepts, as is often 
the aim in the phenomenologically oriented research. The idea in the handling 
and analysis of this research data was to manage it an open way and not to 
treat something immediately as central or as more important than some other. 
The aim behind this kind of action was to get a clear picture of the researched 
phenomenon itself, not to consider it primarily through predefi ned theoretical 
structures. I strived to structure the phenomenon of tacit pedagogical knowing 
as it appears in the participating teachers’ own thoughts and expressions, not to 
use and test the already existing theories.

Willis (1999, p. 95) mentions that phenomenology aims to hold a research-
er’s gaze on the phenomenon itself, and it does not strive to locate it in an ab-
stract matrix by saying how its abstracted structure might be similar to others, 
but rather to illuminate its specifi c quality as an experience. Also, Bengtsson 
(2001, p. 63) says that if researchers want to do justice to the phenomenon 
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being researched, they cannot be satisfi ed with the analysis in which the phe-
nomenon is classifi ed to already known categories and concepts. According to 
Husserl and Merleau-Ponty, the researcher has to start from the real experience 
that expresses its true meaning, and still, the kaleidoscopic or incoherent ex-
aminations do not follow from this kind of way of thinking. (Bengtsson, 2001, 
p. 63.) Another reason for using the phenomenologically oriented approach in 
the analysis of STR-data was the nature of the researched phenomenon itself. 
It would have been diffi cult to fi nd a previously established idea or model by 
which a teacher’s tacit knowing could have been conceptualized or that could 
have been served as a base for analysis. For example Johansson and Kroks-
mark (2004, p. 361) have faced a similar problem when conducting research 
analysis of teachers’ intuition-in-action. Thus, I used a certain qualitative, phe-
nomenologically oriented approach in the analysis of STR-data, as I previously 
mentioned. When the course of my analysis is compared with some established 
qualitative data analysis methods (cf. Miles & Huberman, 1984, pp. 218–221; 
Tuomi & Sarajärvi, 2002, pp. 111–116) or phenomenologically oriented ones 
(cf. Moustakas, 1994, pp. 120–122; van Manen, 1997, pp. 86–96), it is possible 
to fi nd several similarities between them. However, I did not decide to commit 
especially to some particular model, but rather conducted the analysis in a way 
that best fi ts into the context of this research.

It can be said that the preliminary analysis of interview data begins already 
in its transcription phase, if not even in the data gathering, but the actual pro-
ceeding of analysis is explained here. I transcribed the STR-interview mate-
rial in its wholeness, but I chose only the STR-interview material that was 
connected to the previously mentioned pedagogical moment episodes and that 
contained the relevant material in relation to the phenomenon of this research 
(cf. van Manen, 1997, p. 106) for further analysis. After the transcription of 
the whole STR-material, I set the transcriptions of the videotaped material and 
the transcription of the STR-data connected to them side by side, and read all 
the STR-interview material through in its wholeness. The reason for doing this 
was to separate the STR-data that would be handled in the research from the 
whole STR-interview material. I needed to be sure, that all the participants’ 
comments regarding the pedagogical moment episodes would be included into 
in the actual STR-research data. The participants might talk about these epi-
sodes in the different phases during the STR-interviews in addition to the actu-
al phase, so I needed to check them through. Finally, there were only a couple 
of these kinds of occasions. After separating the STR-data for the analysis 
from the wholeness of the STR-material, I read it through once more and tried 
to bracket out all my preconceptions and theoretical knowledge concerning the 
researched phenomenon, and then I divided the data into thought or meaning 
units, as it is usually done, when analysis of the content of qualitative data is 
done (cf. Ryan & Bernard, 2000, p. 780). It was reasonable to divide the data 
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into thought units, which were often composed of one or few more sentences, 
instead of for example words, because I was interested in the meanings that the 
thought units contain.

So, I divided the STR-data into thought units, but I still kept the partici-
pants’ expressions authentic and I also kept each participant’s data in their 
own fi les. I made some clarifying additions to some of the expressions, if a 
participant referred straight to the videotape or to my question, and the under-
standing of her or his expression required the addition. I marked these addi-
tions with [square brackets], so that I was able to notice them lately as well. In 
addition, I coded all the expressions in a way that it is possible to identify the 
participant, the lesson and the pedagogical moment in the videotape to which 
the expression is connected. So, the code (T3L1Ma, 02:05–03:32, 1str, 6) indi-
cates that the expression is from participating teacher 3 (T3), it is from the fi rst 
lesson (L1) that was mathematics (Ma), the expression is related to the episode 
that occurred at the beginning of the lesson (02:05–03:32), the expression was 
stated in the fi rst stimulated recall interview (1str) and its number in the whole 
data is 6. The total amount of STR-interview material is presented in Appendix 
3, and the fi nal amount of STR-data in analysis was 1362 thought units, which 
were categorized or coded 2372 times.

After this dividing and coding process of the data, I focused on the contents 
of the participants’ expressions by handling one participant’s data at time. I 
wrote the reduced core meanings for each thought unit in order to notice them 
all and not to lose any of them. When I wrote the reduced core meanings, my 
conception of the content of the STR-data became even clearer, and I started 
to be able to formulate the relevant subcategories emerging from the data, and 
this was the next phase in the analysis. During the reduction of the core mean-
ings from the participants’ authentic expressions, I tried to refl ect on the core 
meaning and to fi nd the essential concept, the name of the subcategory, to 
describe it. For conducting the analysis and keeping it controlled I made a 
table (see Table 5), in which it was possible to locate an authentic expres-
sion, its cores and the primary as well as other subcategories (cf. Tuomi & 
Sarajärvi, 2002, pp. 112–115). Van Manen (1997, pp. 92–95) calls this kind 
of approach towards the research data a “detailed line-by-line approach”, in 
which the researcher looks at every single sentence or sentence cluster and 
asks, that ‘what does this sentence or sentence cluster reveal about the phe-
nomenon or experience being described?’. An example of the reduction of the 
data is presented in Table 5 as well. The thought units were categorized into 
one or more subcategories, because I thought it very important to take all the 
meanings in the expressions into consideration and not to lose them along the 
way. The formation of categorization happened intuitively in the beginning, 
but quite soon when the categorization proceeded it started to be more precise 
with clear and explicated defi nitions. I defi ned and wrote down clearly the idea 
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of the content of each subcategory, and I needed to make certain the internal 
coherency of the category.

Table 5. An example of the STR-interview data reduction.

The original expression 
from the data

The core of 
expression

Primary sub-
category

Other 
subcategories

T3: First I tried in a way, if 
he [Student1] remembers 
that how it goes or that is 
he clear about it. But then 
I helped him to remember, 
what happens there, when 
he was multiplying the de-
nominator with that. And I 
noticed that he was seeing 
it as division problem. So 
then I wanted to guide him 
quickly on the rails from it. 
Well here I… I ordinarily 
do in a way that I let them 
reduce with any number 
they want to, and then I 
ask that is it still possible 
to reduce and is it still pos-
sible to reduce. (T3L1Ma, 
24:17–26:37, 1str, 55)

-fi rst I try to dis-
cover, that does the 
pupils remember the 
principles of count-
ing or is the issue 
clear for her or him
-I noticed that he 
thought the task as 
division problem, 
so I wanted to 
guide him quickly 
on the rails
-I ordinarily let the 
pupils reduce with 
any number and I 
ask, that is it still 
possible to con-
tinue the reducing

Clarifi cation of 
student’s phase 
of thinking

Direction 
of  student’s 
thinking

Student’s self-
direction

During the process, the names and the defi nitions of the categories naturally 
changed. In the beginning, some of the categories were too large, whereas 
some of them were too narrow, and I had to refl ect on their content again and 
consider the single categories in relation to the wholeness of them as long as 
the categories seemed to be reasonable. I made the comparisons between the 
thought units in each category, so that the contents of the categories could be 
coherent enough. Finally, every subcategory got its own explicate defi nition 
that was formed during the data organization and analysis. I grouped the sub-
categories into the few upper categories, which I further set under the main 
categories of the didactical triangle, as it is usual to do in abductive analysis. 
This means that during the reduction and abstracting, I connected the empiri-
cal data with existing theoretical concepts (cf. Tuomi & Sarajärvi, 2002, p. 
116). The didactical triangle functioned as the general theoretical framework 
outlining the analysis. The use of this general framework made the individual 
categorizations of each participant’s data possible, but it also enabled the com-
mon consideration and comparison with the video analysis and between the 
analyses of all the participants as well.
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5.3.2.1 Correlation Examination of the Stimulated Recall Data Analyses

After I had completed the STR-data analyses and the formation of the catego-
ries, I wanted to become convinced of the coherence of the categorizations that 
I had made from each participant’s data, and I was also eager to fi nd out the 
possible connections between the subcategories. The way to be sure of this was 
the use of a correlation examination. My idea in doing this was that on the one 
hand, a correlation examination could reveal the consistency and the logic of 
my analysis, and on the other hand it could reveal the underlying connections 
in the participants’ thinking, that were not possible to raise while looking at the 
qualitative procedures.

In order to conduct the correlation examination, I created matrixes of each 
participant’s data analyses with Microsoft Excel. I placed the numbered thought 
units in the rows of the matrix, and the categories that were formed from the 
data in the qualitative analysis I placed in the columns. The appearance of the 
thought unit in the category was indicated with 1, the absence of thought unit 
in the category was indicated with 0. In this process the analysis of the quali-
tative STR-data was transformed into numerical data; in other words it was 
quantitized in a way (cf. Teddlie & Tashakkori, 2003, p. 9; Sandelowski, 2003, 
p. 327), and the produced numerical data were dichotomous. The idea of the 
matrix is presented below in Table 6. After I had created the matrix, I removed 
it to SPSS (Statistical Paggage for Social Sciences) 11.0 statistical analysis 
program and conducted correlation examination by using Pearson correlation. 
The scale that I used in the correlation examination was dichotomous, and I 
noticed its restrictions when I used the correlation coeffi cients in the following 
procedures (cf. Karma & Komulainen, 2002, pp. 3–5; Metsämuuronen, 2003, 
pp. 299–307, 465–468).

Table 6. An example of the matrix for the correlation examination.

Number of 
thought unit

cat-
egory 

a

cat-
egory 

b

cat-
egory 

c

cat-
egory 

d

cat-
egory 

e

cat-
egory  

f

cat-
egory 

g
etc.

1 1 0 0 0 0 0 0 1
2 0 1 0 0 1 0 0 0
3 0 0 1 0 0 0 0 0
4 0 0 0 0 1 0 0 1
5 1 0 0 1 0 0 0 0
6 0 0 0 0 0 1 0 0
7 0 0 1 0 0 0 0 0
8 0 1 0 0 0 0 1 0
9 0 1 0 0 0 1 0 0
10 0 0 0 0 1 0 0 1
11 0 0 1 0 0 1 0 0
12 1 0 0 1 0 0 0 0
etc. 0 0 1 0 0 0 1 0
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After the correlation examinations, I did some checking in the qualitative cat-
egorizations of STR-data analyses. I paid special attention to those few catego-
ries that did not correlate with any other category. I specifi ed their contents and 
the thought units including in the categories and then fi nalized their defi nitions 
and their names. It was a challenge to fi nd accurate and fi nal concepts for the 
categories that emerged from the data, because my aim was to allow the partici-
pating teachers’ voices to be heard in them, but still keep them general enough. 
Also Feiman-Nemser and Floden (1986) talk about this same diffi culty. They 
claim that academic concepts may not capture the way teachers themselves 
think about their work, and neither teachers nor researchers have an adequate 
vocabulary for describing practical knowledge or concepts that could cover a 
variety of situations. (Feiman-Nemser & Floden, 1986, p. 506.)

5.3.3 Member Checking of the Analyses with 
the Research Participants

When I had completed all the analyses of both the videotaped data and the 
STR-data, and had made all the needed checking as well, I contacted the re-
search participants once again and conducted the so-called member check-
ing procedure (Lincoln & Guba, 1985, pp. 314–315; see also Harjunen, 2002; 
Krokfors, 1997). I met the participants individually and we discussed only 
about their results. The meetings lasted between one or two hours. I presented 
my theoretical framework, the course of the analysis, and the results of vide-
otaped data and STR-data analyses for them. I was eager to present my analy-
ses of their data to them, to hear their comments and viewpoints of my analyses 
and to discuss the theme of my research a little bit more. The justifi cation of 
this kind of procedure in my research can be found in the basis of the research 
approach that I have explicated at the beginning of this report and practiced in 
the different phases of the research.

After the meetings with the research participants I took notes on our discus-
sions. I wrote down the participants’ essential comments of my analyses and 
of the research process in general, and also their other viewpoints that were 
interesting in some way or another. These notes from the discussions are not 
included in the actual research data, but I have only added some citations from 
them in Chapter 7. I did not make any changes in my analyses after the discus-
sions with the participants, because they agreed with me about them.
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5.4 Conclusion of the Research Process

As I have presented, the wholeness of the research process consisted of many 
different phases, and the conclusion of the process is presented here. I have 
divided the research process into several phases according to its proceeding. 
From time to time this kind of division might be a little bit artifi cial, because 
as Richardson and Fallona (2001, p. 707) state by referring to Merriam (1988, 
p. 119): ‘Data collection and analysis is a simultaneous activity in qualitative 
research. Analysis begins with the fi rst interview, the fi rst observation, the fi rst 
document read’. The intertwining of the phases is obvious in the qualitative 
research, but I see that the wholeness of the research process is easier to under-
stand, when its phases are presented clearly separately.

At the beginning of the research, I had my personal experiences and theo-
retical knowledge of the researched phenomenon. Because of the nature of the 
researched phenomenon, I decided to use several methods to orientate myself 
with it and as to gather data of it. The nature of the phenomenon was the rea-
son as well that I decided to collect deep enough data from just a few research 
participants in several data gathering times. The purpose of the several data 
gathering times was to obtain as versatile and verifi ed data as possible. The 
proceeding of the research and the construction of the interpretation of the 
research phenomenon is presented in Figure 8.

After the theoretical acquaintance with the researched phenomenon, I 
started the orientating participant observation and video observation in the 
participants’ classrooms. As van Manen (1997, p. 53) says, the world of lived 
experience is the object, but also the source of phenomenologically oriented 
research. Van Manen (1997, p. 62) claims that the researcher gathers other peo-
ple’s experiences because they allow her or him to become more experienced, 
“in-formed”, shaped or enriched herself or himself by this experience so as to 
be able to render the full signifi cance of its meaning. My contextual under-
standing increased and I made practical interpretations of the appearance of 
teacher’s tacit pedagogical knowing. I prepared myself for the STR-interviews 
by watching the videotaped data and by focusing on the pedagogical moment 
episodes, and during the interviews I became familiar with the participating 
teachers’ viewpoints and meanings concerning the researched phenomenon. 
My interpretation of it was settled side by side with the participants’ perspec-
tives. The emphasis of phenomenologically oriented research is always on the 
meaning of lived experience. Van Manen (1997) says that ‘The point of phe-
nomenological research is to “borrow” other people’s experiences and their 
refl ections on their experiences in order to better be able to come to an under-
standing of the deeper meaning or signifi cance of an aspect of human experi-
ence, in the context of the whole of human experience’ (p. 62). In the handling 
and analysis of the data, my interpretations of the videotaped data and the STR 
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data confronted once again, and I also compared them as well. In addition to 
all this, I made the fi nal interpretation and the completion of analysis together 
with the research participants.

Figure 8. The wholeness of the data gathering and the analysis process in this re-
search.
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The whole process from my preconceptions, theoretical conceptions, and prac-
tical data gatherings towards the analysis of the researched phenomenon could 
be seen as a circle, through which my understanding of it has been constructed. 
Moustakas (1994) explains the importance of a method of refl ection that oc-
curs throughout the phenomenological approach. It gives a logical and coher-
ent resource to carry out both the analysis and synthesis required to reach nec-
essary descriptions of experience. He refers to Husserl (1931) who claims that 
through the process of refl ection, the stream of experience in its wholeness is 
possible to achieve and analyze. The individual creates a complete description 
of her or his experience. Her or his seeing of things out there points to further 
and repeated seeing, as well as to the change of confi rmation. Confi rmation can 
be reached through repeated viewings while the phenomenon in its wholeness 
stays the same. (Moustakas, 1994, p. 47.)
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6 RESULTS

The results of this research are presented in this chapter. The research results 
concerning the fi rst research question, the appearance of class teacher’s tacit 
pedagogical knowing in teacher’s actions, are presented in section 6.1. The 
results to the second research question, the contents of class teacher’s tacit 
pedagogical knowing, are clarifi ed in section 6.2. The short conclusions and 
comparisons of the research results are presented in section 6.3. All the results 
are presented by following the theoretical framework of the didactical triangle 
used in the analysis, but still the individuality of the research participants is 
preserved.

6.1 The Appearance of Class Teacher’s 
Tacit Pedagogical Knowing

In this chapter I answer to the fi rst research question and clarify the results, 
which I have reached by considering each research participants’ videotaped 
lessons and by analysing pedagogical moment episodes in them. The general 
descriptions of the videotaped lessons are in Appendixes 5, 5a, 6, 6a, 7, 7a, 8, 
and 8a. These descriptions show that there are different emphasises in partici-
pating teachers’ lesson profi les, and in the amounts and emphasises of chosen 
pedagogical moment episodes, but they also have some similarities. Next I 
present the appearance of the class teacher’s tacit pedagogical knowing indi-
vidually teacher by teacher. I use the structure and the main elements of the 
didactical triangle in presenting the results. I explain the names and the con-
tents of the main categories, and the upper categories and the subcategories, 
and give some data examples of them as well.

6.1.1 Teacher 1

As I have already explained, I videotaped eight lessons in Teacher 1’s class. 
Based on my video observations and the STR-interviews with Teacher 1, I 
chose 56 pedagogical moment episodes from those lessons for further examina-
tion. I analysed these episodes, in which Teacher 1’s tacit pedagogical knowing 
appeared, and placed them into subcategories and upper categories and fi nally 
to two main categories according to their primary main ideas and focuses: 
pedagogical relation and didactical relation. The descriptions of the lessons, 
the positions of the pedagogical moment episodes in the different phases of the 
lessons and the durations of the pedagogical moment episodes are presented 
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in Appendixes 5 and 5a. In Teacher 1’s lesson profi les (Appendixes 5, 5a), the 
greatest part of analysed pedagogical moment episodes (41 episodes) relate to 
the maintenance of the pedagogical relation between the student and teacher. 
In addition to this, 15 episodes have to do with the didactical relation. There 
are no pedagogical moment episodes in Teacher 1’s data at all that would be 
connected to teacher’s relation to content. In addition to this, it is interesting 
to notice that almost always; the fi rst and the last episodes of the lessons have 
to do with the maintenance of pedagogical relation between the teacher and 
students. I explain the analysis of the chosen pedagogical moment episodes of 
Teacher 1 more specifi cally below.

PEDAGOGICAL RELATION

The greatest part of pedagogical moment episodes in Teacher 1’s videotaped 
data focused on maintaining the pedagogical relation between her and the 
students. The maintenance of pedagogical relation happened in the episodes 
in different ways. There are two upper categories under this main category: 
teacher’s manners and habits and teacher’s tactfulness.

6.1.1.1 Teacher’s Manners and Habits

This upper category, teacher’s manners and habits, by which Teacher 1’s strived 
to sustain her pedagogical relation with her students, includes four subcatego-
ries: teacher’s proper and clear intervention (10 episodes); teacher’s positive 
and supportive action (12 episodes); encouraging to discussions (5 episodes), 
and guidance towards responsibility (4 episodes).

Teacher’s Proper and Clear Intervention. In the episodes in which Teacher 
1’s proper and clear intervention is emphasised, she often comments loudly 
and clearly about some student’s unacceptable behaviour. These kinds of in-
terventions she expresses both for individual students and for the whole class 
as well.

Student1: Excuse me, Student2.

Student2 walks over to Teacher1.

Student2: Student1 hurt me in the stomach purposely.

Teacher1 and Student2 stand in the front part of the classroom. Teacher1 
looks at the Student2 and talks to her.

Teacher1: Are you sure that it was done purposely?
Student2: --
Teacher1: How can you know it?
Student2: Because I saw, when he hit me deliberately.
Teacher1: Student2, how can you know it?
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Student2: --
Teacher1: Thus, do you know it?
Student2: --

Teacher1 and Student2 stand in the front part of the classroom. Student1 
sits in his place at the back part of the classroom. Teacher1 looks at both 
Student2 and Student1 and talks to both of them.

Teacher1: No you don’t. Don’t then say that he is doing it deliberately. 
If it is an accident, so the situation has to be put straight. Stu-
dent1, if you have elbowed Student2, you have to apologise to 
Student2, especially if you have hurt her. And Student2, if it 
was an accident, you just have to be satisfi ed with his apology. 
It has not been done purposely. You are not allowed to come 
here to snitch on your classmates, because it is not nice to do 
so. Then, so. It is a different situation then, if you are really hurt 
and some big accident happens. Then the situation has to be 
totally clarifi ed. And if you feel, that the other has not put the 
things straight fairly. But do you feel now, that Student1 has not 
clarifi ed the situation fairly?

Student2: I don’t know.

Teacher1 and Student2 are in the front part of the classroom. Teacher1 talks 
to Student2.

Teacher1: You have to know. If you come here, so you have to know it. “I 
don’t know” often means, that you don’t want to answer. Did 
Student1 clarify the situation fairly?

Student2: --

Student1 sits on his place and answers.

Student1: I apologised at least three times.
Teacher1: He apologised three times. Isn’t it enough for you, Student2?
Student2: It is enough.
Teacher1: Good. Go on to your place, please, and now it is your turn to 

apologise Student1. You have vainly wasted the teacher’s and 
other’s time with this.

Student2 goes to Student1 at the back part of the classroom.

Teacher1: Student1, look at Student2, when Student2 talks to you. Just 
that way. Good. (T1L3Sc, 20:29–22:07)

Teacher’s Positive and Supportive Action. Teacher 1’s positive and supportive 
action has often to do with students’ suitable behaviour, purposeful studying, 
the proper way of doing things or support for an unsure student. It is often 
directed personally to individual students.
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Teacher1 sits in the classroom and follows how the students’ writing ex-
ercises proceed. Student3 tells to Teacher1 how he is getting on with his 
writings.

Student3: Teacher1, look!
Teacher1: Mmm.
Student3: I have written quite well “seed”.
Teacher1: Well, come here and show it for me, if you would like to, please. 

I would like to admire it, if you have succeeded with it. 

Student3 walks over to Teacher1 to show his exercise book.

Teacher1: Yes, you are right. You have written it very clearly. It is good 
that you didn’t hurry. Let me touch you lightly, like Aladdin’s 
magic lamp, so that this wish would come true as well. You 
should blow some haze from there. Please, blow.

Student3: Pppphhhhh!
Teacher1: Well now! My wish will come true again. Or will it? J
Student3: Yes, certainly.
Teacher1: Well, let’s see! J

Student3 goes to his place and continues working. (T1L4Fig, 30:49–
31:30)

Encouraging to Discussions. When the students are not focused on their study-
ing or when there is some other common problem in the class, Teacher 1 asks 
them to consider the reason for the lack of their concentration. All the students 
are encouraged to discuss these kinds of matters.

Teacher1 stands in the front part of the classroom at the beginning of the 
lesson. The students come in from the break and discuss loudly with each 
other. Teacher1 waits standing. The students continue their discussion for 
quite a long time until they become quiet.

Teacher1: Good! Could we begin the lesson already? I have just one im-
portant thing before we begin our religion lesson. How many 
of you still remember how you should come to our classroom 
from the corridor? What kind of instructions have you been 
given? Student5.

Student5: Straight from the corridor to your own place.
Teacher1: And in such a way that the teacher is immediately able to begin 

the lesson. It didn’t succeed yet, so we have to practice it in 
the beginning of the next lesson again. I really ask you to think 
about it, when you come in. It takes a little bit too long before 
we are able to start. And not just a little bit too long, but I can 
really say, that it takes too long before we are able to begin. 
Student4 has something to say.

Student4: We don’t have any lessons anymore.
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Teacher1: Yes, today? Fortunately we have tomorrow and on Friday, so 
we will be able to practice. And if we are exact with it, so we 
should have approximately one hundred, at least… Do we have 
one-hundred and eighty or one-hundred and ninety schooldays 
per year? How many schooldays do we really have?

Student1: I know!
Teacher1: Well, which of them?
Student1: Maybe one-hundred and ninety-fi ve million days.
Teacher1: No… I hope that we have one-hundred and ninety schooldays. 

But now we go on with our matters. (T1L7Reg, 01:44–03:15)

Guidance towards Responsibility. Teacher 1 tries explicitly to appeal to her 
students’ responsibility in order to make them behave in the correct manner, 
take the responsibility of themselves, and do their work in a reasonable way.

Class discussion is going on. One of the students discusses with his class-
mate while other students are speaking.

Teacher1: Student7, do you remember that one thing that if you would 
like to be listened, so you have to contain yourself and be able 
to listen the others as well. Student5.

Student7: --

Student7 looks at Teacher1 and goes quiet. Common class discussion pro-
ceeds peacefully. (T1L2Fi, 06:29–06:42)

6.1.1.2 Teacher’s Tactfulness

There were episodes, in which Teacher 1 maintained the pedagogical relation 
with her tactfulness. There are two subcategories under this upper category: 
creation of secure atmosphere (5 episodes) and teacher’s patient action (5 epi-
sodes).

Creation of Secure Atmosphere. Teacher 1 emphasises that the students do not 
need to be nervous in the class. She calms down the students both with her 
peaceful being and with her words, and she also gives her attention to them.

The students sit around the desk and read together a reading exercise from 
their ABC-books. Teacher1 sits among the students and listens and moni-
tors the reading exercise.

Teacher1: Quite good. Do you notice, what is still missing in small read-
ing group’s reading? Student9.

Student9: Voice.
Teacher1: What could be the reason that their voice is still missing a little 

bit? Student3.
Student3: They are nervous.
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Teacher1: Exactly. So, could we help this small reading group somehow 
in their reading that they would not need to be nervous any-
more? Are we able to help them? Student6.

Student6: Mmm.
Teacher1: Student6 doesn’t know. Is somebody able to…
Student6: (Whispers.)
Teacher1: Oh, excuse me. Is somebody able to think up some good trick, 

with which we could help the small reading group, so that they 
have the courage to read with a little bit bigger voice? Stu-
dent3.

Student3: We tell them, that they should not be nervous at all.
Teacher1: Excellent! What else could we say? It is a very good beginning. 

We say, that they don’t need to be nervous. What else could we 
say? Student8.

Student8: That it will go on just fi ne.
Teacher1: Excellent! It will go on just fi ne. What else can we say, that they 

do not have to be tensed so much? What happens then, if they 
make mistakes? Help! What then, Student11, if they make some 
mistakes?

Student11: It will be corrected.
Teacher1: Then we just correct. What then, if they get a nervous turn, and 

they lose the lines and they are not able to read at all anymore? 
What shall we do then? It will happen sometimes, that when 
you are worried, you have such a big nervous turn that you are 
not able to read at all. What shall we do then? Student1.

Student1: Could you take your seats in a friendly way, please. J
Teacher1: Does it help then?
Student1: Not at all! J
Teacher1: No, but what then?
Student1: We have to comfort.
Teacher1: We comfort. And what shall we say?
Student1: Cherish.
Teacher1: We cherish, and what shall we also say? Student2.
Student2: --
Teacher1: Could it be, that then we say, that now you will relax for a while, 

and soon we will try again. How does it sound? Student10.
Student10: It’s fi ne.
Teacher1: I also think that it’s fi ne. If it goes wrong, it goes wrong. We 

have come to school to study those things. We don’t have to 
know them all immediately. Student7, could you read now loud 
enough and evenly… (T1L2Fi, 14:43–17:25)

Teacher’s Patient Action. Teacher 1 is forbearing with her students and in-
terrupts their improper behaviour, when it is necessary. She is patient with 
students’ joking, does not notice some of their improper behaviours, and also 
comments on their other not so correct actions in a friendly way as well.
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The class discussion concerning the subject being studied is going on in the 
science lesson in the class. Teacher1 clarifi es the details of the content and 
asks questions about it. The students take turns to answer to the questions.

Teacher1: Hmm. Did I understand correctly now? Do you think that all 
that is here under our skin is our body? Student15.

Student15: No.
Teacher1: But? Still something else? Student1.
Student1: There are some bones as well.
Teacher1: Okay, now we came to the bones. How do the bones relate to 

your body?
Student1: In no way.
Teacher1: Yes they do. You are absolutely right, that they have something 

to do with our body. But how? Student1 said that the bones have 
also something to do with our body somehow. How many of 
you have bones?

Almost all the students put up their hands.

Teacher1: Really? Everyone has bones?

Student3: Yes, I have fi sh bones.
Teacher1: You have fi sh bones. And all the others have ordinary bones.

Teacher1 stands in the front of the class and is totally quiet for a while.

Student1: I also have gills in my lungs.
Student7: I also have gills in my lungs as well.
Teacher1: Could you Student3 take your thick shirt off. You will feel 

warm.
Student3: I’ll open this [zip].
Teacher1: Yes, open it, and take it totally away, so that you don’t feel too 

warm then. We will return to that recent issue. Student3 said 
that he has fi sh bones. Well, Student1, were you serious or were 
you joking?

Student3: Yes, but my friend says that I don’t have ordinary bones, but I 
have fi sh bones.

Teacher1: Mhmm. So, what do you think yourself? Do you have ordinary 
bones or fi sh bones?

Student3: Well, because I’m so slim, I think that I maybe have fi sh 
bones.

Teacher1: Fish bones? Okay. Student1 doubts, that he has… instead of 
ordinary bones he has fi sh bones. Do any of you know that what 
animal has fi sh bones? Student12.

Student12: A fi sh has.
Teacher1: Student3, are you a fi sh?
Student3: --

Student1 gives a laugh, but all the others are totally serious.
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Teacher1: You are? So then you have fi sh bones. If you are a fi sh, then you 
also have fi sh bones. Certainly. Well, how many small human 
beings I have here in my class? Is here any? Quite many hu-
man beings I have here. Does a human being have bones in his 
body? Are there bones in human being’s body?

Teacher1 returns to the content of the lesson and continues with it. (T1L3Sc, 
03:36–06:08)

DIDACTICAL RELATION

Under this main category I formed two upper categories: implementation of 
teaching and guidance of student’s studying.

6.1.1.3 Implementation of Teaching

Only one subcategory, decisions concerning teaching methods (6 episodes), 
includes in this upper category.

Decisions Concerning Teaching Methods. Teacher 1 makes many different 
choices in her teaching during the lessons in order to activate her students to 
concentrate on their studying. For example, she carries out a surprising singing 
moment and organises a short break.

A Finnish lesson is going on in the class. The students are yawning and 
fi dgeting around in their desks. Teacher1 comments on the students’ tired-
ness.

Teacher1: I clearly notice, that you are a little bit tired. Let’s sing a song 
from your ABC-book here. Take the song on view from your 
ABC-book.

Student1: I heard that biscuits.
Teacher1: Take the song you can see from your ABC-book.
Student1: Teacher!
Teacher1: Raise your hand up, if you have something to say. The song is 

on page 53. Student1.
Student1: I thought that we will eat some biscuits.
Teacher1: No, you don’t get any biscuits at least yet! J

Students and Teacher1 sing the song together. After the song they go on with 
reading practice. (T1L2Fi, 19:47–20:18)

6.1.1.4 Guidance of Student’s Studying

Also this upper category contains one subcategory; directing student’s study-
ing (9 episodes).
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Directing Student’s Studying. Teacher 1 formulates and gives clear instructions 
to her students, who are unsure about how to do or proceed with their exer-
cises. She asks the students to look at the instructions on the blackboard again 
and poses some focusing questions for them. She also requires some of the 
students to do their tasks again in order to learn the things better.

Teacher1 sits with her students around the desk. The students are read-
ing the reading practices and prepare for reading together. Teacher1 gives 
them collective advice.

Teacher1: Good! Let’s all read together. We will start from the fi rst row. 
Put your fi nger under the fi rst line, please.

Student1: It is there already.
Teacher1: Yes, teacher sees that you are following. Because, sometimes 

when you train a lot, you may learn these things by heart. And 
then a teacher is not really able to know, that do you know your 
homework by heart or if you can really read. And that’s why 
your fi nger under the line helps the teacher to see that you are 
following and that you can. The fi nger under the line is for the 
teacher as much as it is for you. So please, keep it there. And all 
together… Ready! All together, Student1. Ready!

Students: Ku, kuk, kuik, tuik
Teacher1: It didn’t proceed exactly in the same rhythm. Here this reading 

didn’t go in time. Let’s read the fi rst line together again. Con-
centrate and listen and try to stay in time. Ready!

Students: Ku, kuk,…
Teacher1: Not yet. Ready! Let’s start together.
Students: Ku, kuk, kuik, tuik.
Teacher1. And notice, not yet. Always keep a breath break between the 

words or syllables and then even longer break between the 
lines, so that everyone has time to move a fi nger to the right 
place. Where are your fi ngers again? All the fi ngers under the 
second line, please! All the fi ngers under the second line. And 
ready! J

Students: Kai, kaik,…
Teacher1: You are really doing well! J And now we return to the begin-

ning of the second line. To the beginning of the second line! 
Ready, the second line.

Students and Teacher1: Kai, kaik, poi, poik.
Teacher1: To the beginning of the third line.
Students and Teacher1: Mai, maik, muik, meik, seik.
Teacher1: To the beginning of the fourth line.
Students: Ap, pap, saip, saap. Viik, vuok, tuok, juok. (T1L6Fig, 11:47–

14:15)
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6.1.2 Teacher 2

Also in Teacher 2’s class I videotaped eight lessons. After the video observa-
tions and the STR-interviews I chose 66 pedagogical moment episodes for fur-
ther examination. I put these episodes into subcategories and further into upper 
categories and fi nally into three main categories according to their primary 
main idea: pedagogical relation, teacher’s relation to content, and didactical 
relation. In Appendixes 6 and 6a, the descriptions of the lessons, the locations 
of the pedagogical moment episodes and their durations in the different phases 
of the lessons are presented. Teacher 2’s lesson profi les (in Appendixes 6 and 
6a) show, that 30 pedagogical moment episodes relate to the maintenance of 
pedagogical relation between teacher and students, and also 30 episodes have 
to do with the maintenance of didactical relation. In addition to these, there are 
also 6 episodes, in which the relation between the teacher and the content is 
emphasised. I present the chosen pedagogical moment episodes more specifi -
cally below.

PEDAGOGICAL RELATION

In the analysis of Teacher 2’s pedagogical moment episodes, I formed two up-
per categories, teacher’s manners and habits and teacher’s tactfulness, under 
this main category.

6.1.2.1 Teacher’s Manners and Habits

Under this upper category I located the three following subcategories: main-
taining good class discipline (16 episodes); noticing student’s opinions (3 epi-
sodes); and supporting student (5 episodes).

Maintaining Good Class Discipline. Teacher 2 interrupts students’ improper 
and too active behaviour as well as their mutual disagreements quite quickly. 
She discusses with the students, if they are late from lessons. She acts patiently 
in order to calm them down.

The students think about the relations between euros and Finnmarks at the 
same time, when they are doing their Finnish lesson exercises. The students 
stand seriously in the back of the classroom. Both students hold tightly to 
their opinions. Their discussion begins to be quite acrimonious.

Student1: Is it, Teacher2, that it is more expensive in euros than in 
Finnmarks?

Teacher2: Yes, well, one euro is six Finnmarks.
Student3: Yes, but isn’t it that way, that twenty Cents is one Finnmark?
Student1: Seventeen Cents.
Teacher2: Well, it is a little bit like…
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Student2: Yes but you will save in it!
Teacher2: I propose that we return to this matter during our mathematics 

lesson. Then we will count… we will count the differences be-
tween Finnmarks and euros, when we have our next mathemat-
ics lesson. But here I have these, what I thought already for our 
previous lesson. Now you can take some of these, if you are 
thinking about the topic of your speech today.

Teacher2 joins to the students’ discussion. Their working with expression 
exercises during the Finnish lesson continues. (T2L3Fi, 14:20–14:55)

Noticing Student’s Opinions. Teacher 2 appreciates student’s individuality in 
their opinions and viewpoints. She also gives confi dence for students to ex-
press their own viewpoints and ideas.

Teacher2 informs the students of the forthcoming happenings and events 
in the school.

Teacher2: So, next week we will have a Valentine’s Day party, and the 
whole of that week is a friendship week. Downstairs, near by 
the teachers’ room is a huge red advertisement on the notice 
board, in which the next week’s events are announced. Stu-
dent4.

Student4: But I think that the Valentine’s Day is on Saturday, isn’t it?
Teacher2: Yes, you are right, but we are not at school on Saturday, so we 

take it a little bit in advance and have the parties during our 
school week.

Student4: But I have my riding lesson on Saturday…
Teacher2: Actually it is on 14th of February that really is Saturday. Yes it 

is. What did you say, Student1?

Student1 looks thoughtful and asks more specifi cally about the practices 
during the Valentine’s Day.

Student1: Are we going to make those hearts again, like we did be-
fore…?

Teacher2: Yes, yes… we will make them. And there is also… and the rec-
ommendation is that we all wear something red on Monday. 
It is not obligatory, of course. Nobody is obliged to wear red 
clothes, but if you would like to show some colour and prove 
that you have participated in the activities during the friendship 
week, so… you are able to act like this. And nobody is obliged 
to give the friendship hugs on Friday or collect friends’ names, 
but… it is voluntary as well. But you can do these things, if you 
would like to.

Student1 nods. (T2L8Fi, 02:39–03:48)
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Supporting Student. There were some pedagogical moment episodes, in which 
the main focus was the support that Teacher 2 shows to her students. She en-
courages shy students to answer to her questions and makes sure unconfi dent 
ones proceeding with their tasks.

Student6 has got the instructions for the writing exercise. She rolls her pen-
cil restlessly and erases the texts from her notebook that she has already 
written there. She asks for some advice from Teacher2.

Student6: Do you mean that I have to put my last name there and…?

Teacher2 sits calmly down besides the student’s desk.

Teacher2: According to that model.

Teacher2 points to the blackboard to the instructions and models.

Student6: So do you mean that Student14’s other fi rst name is that there?

Student6 points to the blackboard.

Teacher2: No, it is her surname. But how will you write it? Would you put 
fi rst here that this is an entry word exercise.

Teacher2 follows calmly, when Student6 begins working with the exercise.

Student6: I write here my surname and my fi rst name.
Teacher2: Yes. Your surname comma your fi rst name. Then you put it in 

the brackets. And then you think that what all kinds of wonder-
ful things will happen to you during your life time.

Student6: I won’t write all those things in the same way as you are telling 
me.

Teacher2 sits still besides Student6 and answers also to the other students’ 
questions concerning the exercise.

Student4: Do you mean like this?
Teacher2: Yes, you did it just right.
Student4: Ok.
Student2: Teacher2, what will I write at the end of my writing? What nice 

or funny should I write there?
Teacher2: I propose that we could think about it when you are there… 

then. Maybe you will be a professional sportswoman…
Student6: Teacher2, I can’t write almost anything here, because it will be 

shown to all the other students in our class.
Teacher2: Well now… this is a kind of writing exercise, and sometimes 

you maybe have to… You can leave that name there…
Student6: Yes, I put my name here…
Teacher2: Yes.

Teacher2 leaves Student6 to write and starts to follow the proceeding of the 
writing exercises of the other students. (T2L7Fig, 13:42–14:37)
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6.1.2.2 Teacher’s Tactfulness

I structured only one subcategory, maintaining positive atmosphere (6 epi-
sodes), under this upper category.

Maintaining Positive Atmosphere. Teacher 2 has many different ways to main-
tain a positive atmosphere in her class. She presents some self-ironical com-
ments and takes a humorous attitude towards her own mistakes. She treats her 
students with respect and avoids embarrassing them.

A playful exercise during the Finnish mother tongue lesson is ending. Stu-
dent4 and Student5 have been in the leading roles in the expression exercise 
and the other students have had a little fun at their expense. Teacher2 ends 
the expression exercise.

Teacher2: Now, our time is ending. Well, now Student5 and Student4, I 
chose you to be in the leading roles in this funny game, because 
I know that you can cope with these funny situations. And now 
you are a little bit confused. And Student4 considers that what 
is this all about. And now we will reveal it to you. We have 
been joking with you. You thought that you were applying for a 
clown’s vacancy, but we all knew that you were searching for a 
teacher’s job. JJ

Students: JJJ

Students laugh and feel relieved after the situation has become clearer.

Teacher2: And Student5 intended to come to work with a white face and 
with a clown’s nose on his head.

Students: JJJ
L: Very good, and Student4 was also good as well.

The expression exercise ends. (T2L8Fi, 43:00–43:45)

TEACHER’S RELATION TO CONTENT

I formed one upper category, organisation of content of teaching, under this 
main category.

6.1.2.3 Organisation of Content of Teaching

I located only one subcategory, concentration on content of teaching (6 epi-
sodes) under this upper category.

Concentration on Content of Teaching. Teacher 2 clarifi es thoroughly the 
backgrounds of exercises in mathematics. She ignores a student’s disruptive 
comment as well as the ringing break bell and decides to focus on the contents 
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of teaching. She also decides to move some contents to other lessons, so that 
they could be taught as well as it is necessary.

The topic of the science lesson is the different areas in Finland, and Lapland 
is especially in focus. Teacher 2 and the students study a map of Lapland.

Teacher2: Could you say it more accurately, that what is the name of that 
place? It has also its own special name. Student1.

Student1: Kilpisjärvi.
Teacher2: Good! And it is often said, if we think about Finland, the name 

“Finnish Maiden” is often used. So, here we have the head and 
the body of the maiden, and her skirt is there, and there is clear-
ly her arm.

Student7 tells spontaneously and enthusiastically his knowledge of different 
areas of Finland.

Student7: But the other arm has been taken away in the war…
Teacher2: Yes.

Teacher2 does not comment more on Student7’s knowledge, but she concen-
trates to explain more on present Lapland and the mountains there.

Teacher2: And there it is. We will discuss more about the “Arm of Lap-
land”, and there is the highest Halti-mountain, and then there 
is also Saana-mountain near there. Who built the Halti- and 
Saana-mountains to our map yesterday?

A group of boys raise their hands.

Teacher2: Good! Of course, boys’ group. Yes. (T2L2Sc, 02:20–02:59)

DIDACTICAL RELATION

In the analysis of Teacher 2’s data, I formed two upper categories under this 
main category: organisation of teaching and guidance of student’s studying.

6.1.2.4 Organisation of Teaching

There are two subcategories in this upper category: implementation of stu-
dent-centred teaching (6 episodes), and using suitable teaching material (6 
episodes).

Implementation of Student-Centred Teaching. Teacher 2 promotes student-cen-
tred teaching by her actions. She activates the students to participate in her 
working on the blackboard, and she invents surprising and activating games 
during a lesson for the students. She tries to fi nd a solution to student’s problem 
by searching for an example from a student’s own life, and she also encourages 
the students together to fi nd an answer to their diffi cult exercises.
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The students are walking around the class and are watching the group 
works about parts of speech, which have been done during Finnish mother 
tongue lesson. The lesson is ending soon. Teacher2 invents a surprising 
game to end of the lesson.

Teacher2: And then the art exhibition has ended. Take your seats soon, 
please. Girls, did you hear me? Student5! Take your seat. Stu-
dent5! Do you remember the play “Have we danced Lapad-
uu?”

Students: Yes.
Teacher2: Now… We don’t play it right now. But now I could ask, that 

“Have we studied the parts of speech?” And all of you will an-
swer “Yes, we have!”

Students: Yes, we have!
Teacher2: Do we know substantives?
Students: Yes we do!
Teacher2: Do we know adjectives?
Students: Yes we do!
Teacher2: Do we know verbs?
Students: Yes we do!
Teacher2: Do we know pronouns?
Students: No we don’t.
Teacher2: How about numerals?
Students: No we don’t.
Teacher2: How about particles?
Students: No we don’t.
Teacher2: And they are…
Student9: I read about them at home. There are particles and all these 

numerals and…
Teacher2: Wow! Hey, you could peep there a little bit beforehand! You 

can… wow! And you are allowed to teach the others then. So, 
we have three parts of speech… Who clatters a pencil? We 
still have three parts of speech left: numerals, particles, and 
pronouns. And what they are, so that we will fi nd out next. 
(T2L1Fi, 36:57–38:16)

Using Suitable Teaching Material. Teacher 2 is eager to use many different 
kinds of teaching materials. She makes sudden and surprising drawings on 
the blackboard. Unexpectedly she takes various teaching tools and additional 
books to use in her teaching.

The formation of lakes in Finland in ancient times is discussed during the 
science lesson. Teacher2 presents questions about this topic for the stu-
dents.

Teacher2: And today we will talk about other issues, other issues of Fin-
land. We put that blue colour there [to the big map of Finland], 
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and we put lakes and rivers, and about these same issues we 
will discuss during this lesson. How have the lakes been formed 
in Finland? Yes, we should think about it. Could you say it, 
think about it! In which way have the lakes been formed in 
Finland? When you look at that map, you will see that there is 
quite a lot of blue colour there. In the Lake-Finland area, and in 
the northern part as well, in Lapland also. What is needed, so 
that a lake will be formed in some area? What is needed there? 
Could you imagine that raining water fl ows down, well.

None of the students raise their hands. The students are totally quiet.

Student9: I go and put…

Suddenly Teacher2 starts to draw a picture of the surface of the earth with 
various surfaces, shapes, and vegetation, on the blackboard. Teacher2 ex-
plains the picture at the same time as she is drawing it.

Teacher2: Well, yes. Think that there are forests and rocks and level land… 
Forests, rocks, level land…

The students are watching the picture with interest.

Student7: The overhead projector is in the way before me.

Teacher2 asks questions about the picture. Several students raise their 
hands.

Teacher2: Okay. We will move it a little. What should exist in some place, 
so that a lake will be formed there? Will it be formed there in 
the middle of the forest? Will it be formed there on the rock? 
Where? What kind of place should be in the landscape, so that 
a lake will be formed there? Student8.

Student8: A hole.
Teacher2: Exactly! So it has to be. Some hollow, hole. (T2L2Sc, 03:33–

05:10)

6.1.2.5 Guidance of Student’s Studying

I located only one subcategory, maintaining student’s working (18 episodes), 
under this upper category.

Maintaining Student’s Working. Teacher 2 promotes students to work during 
the lessons by many different ways. She directs student’s attention to the es-
sential details, and focuses their group working to correct lines. She is as a 
pair for the students and works with her or him in the exercise. She gives some 
extra work to those students, who have completed their tasks quickly before 
the end of the lesson.
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The students have done a group work about the parts of speech during the 
Finnish mother tongue lesson. The group work is ready and the students 
give it to Teacher2.

Student10: Hey Teacher2, we fi nished it.
Teacher2: Okay.

Teacher2 goes to take some working materials and comes back to the stu-
dents. Teacher2 gives them a new exercise about the same issue.

Teacher2: You get an extra exercise. You should invent verbs here.

Student12: Okay.

The students start working with their new exercise. (T2L1Fi, 30:28–31:22)

6.1.3 Teacher 3

The videotaped data from Teacher 3’s class consists of eight lessons, and from 
this data I took 83 pedagogical moment episodes for further study. The peda-
gogical moments, which I observed from Teacher 3’s videotaped data, were 
placed in subcategories and upper categories and still in three main categories: 
pedagogical relation, teacher’s relation to content and didactical relation. The 
descriptions of the lessons as well as the locations and the durations of the 
pedagogical moment episodes are presented in Appendixes 7 and 7a. Teacher 
3’s lesson profi les show that the greatest part of the pedagogical moment epi-
sodes (49 episodes) have to do with the maintenance of didactical relation. 
The maintenance of pedagogical relation is emphasised in 30 episodes. Only 
in 4 episodes, is teacher’s relation to content emphasised. It is interesting that 
almost always, the fi rst and also the last episodes of the lessons have to do with 
the maintenance of didactical relation. Next I present the analysis of the chosen 
pedagogical moment episodes more specifi cally.

PEDAGOGICAL RELATION

There are two upper categories, teacher’s manners and habits and teacher’s 
tactfulness under this main category.

6.1.3.1 Teacher’s Manners and Habits

I located two subcategories under this upper category as follows: allowing stu-
dent’s opinions (11 episodes) and noticing student’s working (2 episodes).

Allowing Student’s Opinions. Teacher 3 allows the students to comment on her 
teaching and action during her teaching—both seriously and with humour. She 
listens to her students and takes their viewpoints into consideration, if it is only 
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possible. She also responds to students’ comments and gives reasons for her 
own ways of doing things to them.

Teacher 3 has given the instructions about a mathematics game that the 
students play in pairs. The students are choosing the pairs for themselves 
and are preparing to begin the game.

Student1: Teacher3, that [the game] is really stupid!
Teacher3: Well yes, how?
Student1: Well, if I get fi ve,
Teacher3: Yes.
Student1: Then it is my turn and I get three. Then I get fi ve again, so I 

already know its answer.
Teacher3: Yes, and then you can just say that “It is that.”
Student1: It is a totally stupid thing! Why couldn’t we do in this way, that 

if I get fi ve…
Teacher3: Mmm.
Student1: And then I get three as before, so then I say their total sum. It is 

eight.
Teacher3: A very good extension for that! Of course you can play it in that 

way! And then you say, that how you have extended your area.
Student1: It is much more reasonable.
Teacher3: Yes it is. It is. Notably reasonable.
Student2: Student1! Tell for us also.
Teacher3: There have to be dices in somebody’s desk. Please, peep in the 

desks. Where are the dice, because we should have more dices 
than these.

Student3: Teacher3, do you mean that if I have the same number also in 
my next turn,…

Teacher3: Yes?
Student3: So am I allowed to throw it immediately after that?
Teacher3: Yes, you are.
Student3: Yes, you are allowed to throw it.

The students start to play the game. (T3L4Ma, 13:59–14:58)

Noticing Student’s Working. Teacher 3 notices students’ different phases of 
studying and helps them to go on with their work. She also encourages her 
students to present the results of their working publicly to the other students 
in the class.

The student groups are working intensively with their science group works. 
One of the groups is just planning their work. Teacher3 goes to the students 
and starts to discuss their work with them.

Teacher3: Okay, so Student5, Student7 and Student9 are in the phase that 
you start to think about the course of the game. So, there is the 
information for the game project in Student7’s notebook. First 
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you could take a look for what kind of different alternatives 
there are. What it could be. Could you Student7 take your note-
book out, please?

The students start to go into the information in the direction of Teacher3’s 
advice. (T3L2Sc, 06:05–06:33)

6.1.3.2 Teacher’s Tactfulness

In Teacher 3’s data analysis, this upper category contains two subcategories: 
maintaining positive atmosphere (5 episodes) and student’s patient guidance 
(12 episodes).

Maintaining Positive Atmosphere. Teacher 3 maintains a positive atmosphere 
during the lessons with many various ways. She guides nervous and worried 
students to go on with their exercises and work. She passes with consideration 
a student, whose turn is to answer, but who could not manage the task. Teacher 
3 pays no attention to a student, who says annoying things to the other student, 
but she just continues to guide them in their work.

Teacher3 walks over to the students, who are doing their science group 
work.

Teacher3: Well?
Student4: So, now we fi nally came to an understanding.
Teacher3: How did you decide it?
Student6: Well, they don’t care at all, that what I’m saying here with our 

work.
Student4: Hey, how come? We decided… It was okay for us that these 

will be painted with orange, because you wanted. So then it 
could be…

Student6: And then they said that I can’t cover this.

Student6 is nervous. She shows the game board, which is a part of the group 
work and which she is going to cover with plastic, for Teacher3. Teacher3 
calms Student6 down.

Teacher3: Hey, now there is… Hey Student6! Now it’s wise to be careful 
there immediately.

Student8: I said that two persons are needed there.
Teacher3: Yes. You should not take it away from there.
Student6: No, no!

Student6 continues to cover the game board vigorously. Teacher3 still calms 
her down and stays smiling positively.

Teacher3: Don’t put it like that, Student6. So that it doesn’t get creased. 
Now you should do like this, that when you start from here… 
I’ll come there. Do you have a long ruler?
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Teacher3 starts to give advice for the students that how they should cover 
the game board with plastic.

Student10: Mmm, I have in my backpack…
Teacher3: Could you Student10 come, Student10 come to do this with 

Student6?
Student10: Yes, I’ll come.
Student4: Here is a long ruler.

Teacher3 stands besides the students, she gives them advice, and helps with 
the plastic.

Teacher3: Okay. So now when you start, one of you should always press it 
with the ruler, so that it will go straight. And now it’s not wise to 
take it from here, so that when you put it on there, that it will get 
creased. And in the beginning you should stick this clearly here 
on the desk. Like this. Have you measured this so, that there is 
little allowance for…?

Student10: Yes I have.

Teacher3 puts the plastic in place and still gives advice to the students.

Teacher3: Yes. Good. So, now we put this here. Is there too much allow-
ance now? Let’s put a little less. Like this. And now the idea is 
that the ruler presses all the time, level this off, and then Stu-
dent6 little by little pushes the paper away from here. Like this. 
Now it will be straight. Hold on from there and then you pull, 
pull… And so calmly that Student10 is able to follow you. Then 
it will go straight.

Teacher3 asks also the other students to watch the covering of the game 
board with plastic.

Teacher3: Which of you have the game board? Girls, wait for a while. 
You have game board, Student11 has the game board, you have 
game board. Come here for a while, please, to watch this phase, 
that you all will do.

Student13: I can surely do that. My mother has taught me.

Students have gathered around the group of desks.

Teacher3: Has she done a big one like this? So, here we have now, here 
you have to have two rolls of plastic side by side. And fasten it 
to the table. It will stay in place then. And we start so that this 
is drawn here all the time from the beginning with the ruler, and 
the ruler smoothes it, so that no air bubbles will appear there. 
So, we don’t take the plastic straight here and try to put it like 
this, but we proceed in this way. You should remember this, 
when you do your game boards.

Student13: My mother did like that. But she didn’t have any ruler, because 
she smoothed it with her bare hands.
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Teacher3: Yes. The ruler is good, because its edge is even, so it…
Student6: This has to be put with fi ngers, and then it…

Student4, Student6, Student8 and Student10 have got their game board cov-
ered with plastic. The students are satisfi ed and they start to think about the 
next phase of their group work.

Teacher3: Good! J

Students in the group continue their work, and Student4 goes near Teach-
er3.

Teacher3: Okay. Well, then! J How about the cover? Well, if there is a 
cover. I thought that you would like to make some own cover 
there, but then it… That will be opened like this, and then it…

Student4: Mmm. Then these sides. (T3L6ASc, 29:38–35:18)

Student’s Patient Guidance. Teacher 3 promotes with forbearance the uncer-
tain students to proceed with their work. She calms down her restless students, 
and guides those who had lack of concentration and who are inactive during 
the lessons. She also reminds peacefully, when the students are late from the 
lessons.

The students are doing the exercises from their mathematics books. Stu-
dent26 sits inactively in her desk. Teacher3 walks besides Student26.

Teacher3: How about your math exercises?
Student26: Well, my maths book is in my backpack or it is not, but I have 

been searching for my maths book, but I don’t know where my 
maths book is.

Teacher3: Okay. Your maths book is totally lost now?
Student26: Yes.
Teacher3: It is not in the place where we visited yesterday, but it is lost 

somewhere else?
Student26: Yes, I think so.
Teacher3: So, what could we do now?
Student26: I don’t know. I haven’t found it home.
Teacher3: Have you searched from your desk?
Student26: Yes I have. But don’t be amazed. They [the other students] put 

all the rubbish there.
Teacher3: So, what will you do with these maths exercises then?
Student26: I don’t know yet. On the other day I still had it.
Teacher3: Well now, when you’ll fi nd your maths book, so you will have 

quite a lot of work on these pages as well. But please, under-
stand that the others are still doing their maths exercises, so it is 
not very fair to take up your skipping rope then.

Student26: Okay. Could I disentangle this [skipping rope]?
Teacher3: Could you please sit down then and stay… do it on your own 

desk then. (T3L3Ma, 27:40–28:38)
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TEACHER’S RELATION TO CONTENT

This main category includes only one upper category, handling of content of 
teaching.

6.1.3.3 Handling of Content of Teaching

Under this upper category I have located only one subcategory, specifying de-
tails of content of teaching (4 episodes).

Specifying Details of Content of Teaching. Teacher 3 handles the particulars of 
the content in a detailed manner. For example, she explains the facts of verb 
forms and conjugation of a verb to interested students. She also removes some 
contents to another lesson in order to clarify them more accurately and care-
fully.

The students are starting their Finnish grammar exercises. Teacher3 walks 
over to Student13.

Teacher3: Surely it is. It is still one of the most useful. Student13, where 
is your “Life as a dog” [grammar exercise]?

Student13: I have already done it.
Teacher3: Okay. Let’s have a look, that what you have found from there. 

Si, si. When you get your exercise done, you could read it 
through and check what you have found.

Student15: Teacher3, do we get any exercises from the text book?
Student13: Teacher3, The word ”olematta” is a particle, isn’t it?
Teacher3: What?
Student13: The word ”olematta”.
Teacher3: Where do you have it there?
Student13: Here I have… there, ”ottamatta” and ”olematta”.
Teacher3: Yes…
Student13: They are particles.
Teacher3: I would put them there. But it is in a way… I mean there is a 

verb on a bottom of it.
Student13: But it is still the same as that -sti suffi x that you mentioned.
Teacher3: Yes it is. What is the verb, that is on a bottom there?
Student13: ”Olla” [to be].
Teacher3: Mmm. It is derived from it.
Student13: Mmm.
Teacher3: There is also that -sti suffi x. You’ve got it right, that there is… It 

is clearly, it defi nes that there. They are like those without being 
these.

Student13: Yes, particles are like these.
Teacher3: What was the colour?
Student13: Was it lilac?
Teacher3: Lilac.
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Student3: Was it all of these?
Teacher3: Well, I don’t know that how much have been left there. That are 

all of these, do they all belong there… It depends on, how…
Student3: I have put… if I have forgotten…
Teacher3: Yes. I’m just thinking about it, that if it has happened, so you 

should fi rst check from there.
Student3: Were they like being…?
Student4: Could the word ”pukeutuva” be an adjective or something like 

that?
Teacher3: Yes. It is in a way, the adjective is made of that verb. It belongs 

in a way; it belongs to the verbs… when that word is declined. 
But when it has been declined to be an adjective, so you put it 
there, where you think that it belongs. So, in other words there, 
to the adjectives.

Student4: Okay.
Teacher3: So, you could then also look, Student17, that…
Student13: Teacher3, where do I put the word ”luvasta”?
Teacher3: Lupa, luvasta, luvassa, lupaan, luvassa, luvasta, luvalle… 

(T3L5AFi, 34:17–36:58)

DIDACTICAL RELATION

In the analysis of Teacher 3’s data, I located two upper categories under this 
main category: creating preconditions of studying and promoting studying.

6.1.3.4 Creating Preconditions of Studying

This upper category contains two subcategories: predicting student’s working 
(18 episodes) and emphasising student’s individual interests (3 episodes).

Predicting Student’s Working. Teacher 3 makes various arrangements and tries 
to promote students’ work by them. She makes notes on the blackboard, speci-
fi es project work schedules and contents, sketches the forthcoming phases in 
project work, and helps the students to defi ne their working. She tries to fi nd 
solutions to the practical equipment problems, and guides the students to use 
the tools and instruments that they needed.

The students are working with their science group project. They have asked 
for some special materials for their project from Teacher3.

Teacher3: I’m almost, almost sure that I could get those [little plastic sol-
diers] from somewhere. I mean just from some fl ea market I 
could… How many of them would you need?

Student13: Maybe twenty.
Teacher3: Okay.
Student13: There are enough soldiers in one bag.
Student12: Here are the keys.
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Student19. We don’t need them. We can ask Student3 to borrow them.
Student21: --
Teacher3: Maybe it’s easier, that they are…, that they are just meant only 

for your game.
Student19: How come?
Student21: I asked for those from Student3 already, but he doesn’t… 

doesn’t lend them. Student3 has at least one thousand of them. 
And they are about this size.

Teacher3: Where has he used them?
Student21: He has played with them with his friend.
Teacher3: And then you could colour and mask and make them as you 

wish to have them. But what’s up now then? What will you do 
during this lesson? Not right now… You don’t actually have 
time to…

Student21: But in the market I saw those bags [of plastic soldiers]. They 
cost approximately two euros.

Student21: Teacher3, I saw a bag of them and it cost two euros in the mar-
ket.

Teacher3: And they were totally new?
Student21: Yes.
Teacher3: Well yes, then we will get used soldiers just with twenty cents, 

I suppose.
Student21: Yeah.
Teacher3: Yes. I’ll take care of it.

The students continue their working. (T3L2Sc, 08:24–09:55)

Emphasising Student’s Individual Interests. Teacher 3 encourages the students 
to try openly their own ideas in the problems that they have with their work. 
She proposes many different alternatives and advises the students to choose 
between them. She tries to fi nd some examples from the students’ own lives in 
order to make them fi nd a solution to their exercises and tasks.

Teacher3 walks over to the student group. The students are doing the math-
ematics exercises.

Teacher3: Well now, girls. Have you…
Student18: I have not.
Teacher3: What? J Okay. There was a task, which was clearly a kind of… 

it came just like a thought. So, how about one fourth? If 1,5 is 
1/8, so how much would be 2/4??

Student13: It is possible to realise it immediately.
Student18: No it’s not.
Student13: Yes it is! I’m the only one who has understood this.
Student18: I don’t understand.
Teacher3: Do you think, that 2/4 is as much as 1/8?
Student18: Yes I do.
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Teacher3: Yes. So 2/4 would be 0,5. Student18, look, it has been re-
duced.

Student18: Mmm.
Teacher3: So, in other words, these are equal. If 2/4 is 0,5, so how much is 

1/4? It is then only a half of this. So how much could it be? If it 
is a half of this.

Student20: Zero point twenty fi ve.
Teacher3: How much?
Student20: Zero point twenty fi ve.
Teacher3: Exactly! So, 1/4 is as much as zero point twenty fi ve. Well, 

now we understand that these have been found… This has been 
found… how? It was found… Yes, it has been found without 
counting, or? This. Or where did you get it? How did you in-
vent, that half of it is 0,5?

Student20: It is only a half of one.
Teacher3: Exactly. It is only a half of that one. Now we have two fractions 

here, in which a numerator is something else, but not one. 3/8 
and 2/3. If we think about that whole one, we should fi rst think, 
that how much is 1/3. A little bit in the same way as that exer-
cise, when we made fractions of those numbers. If we would 
have 1/3, so what would it be in fractions? Then it would be 
easier for us to think that how much is 2/3. Think about this 
fi rst, please.

Student22: One point fi fteen.
Teacher3: How much? One point fi fteen. How did you think that it would 

be it?
Student22: Yes, because you take that there…
Teacher3: If you for example think about a one liter Coke bottle. And one 

third is taken from it to the little bottle. To that smallest one. Not 
that half liter bottle, that 0,5, but I mean the smallest one.

Student22: Mmm.
Teacher3: How much is in there?
Student22: Zero point three, three, three.
Teacher3: How much is it of a liter? Do you remember?
Student22: I don’t remember.
Teacher3: Does Student20 remember?
Student20: What did you say?
Teacher3: How much is in a little Coke bottle, if you compare it to one 

liter? How much of one liter?
Student20: I don’t know.
Teacher3: Then it doesn’t help you, if you don’t…
Student20: Do you know?
Student24: No, I don’t.
Student22: It was that bigger one.
Teacher3: Yes, it was that half liter bottle. But then that smaller exists as 

well.
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Student20: Could it be…?
Teacher3: There is 1/3 in that bottle. In that little bottle. And you’ll found 

a solution, that… What did you say? Is there…?
Student24: Zero point three, three, three… (T3L3Ma, 05:54–10:07)

6.1.3.5 Promoting Studying

Also under this upper category I have located two subcategories: student’s 
thorough guidance (26 episodes) and using literary teaching material (2 epi-
sodes).

Student’s Thorough Guidance. Many different means include in Teacher 3’s 
actions, when she strives to guide her students thoroughly. She tries to activate 
students’ thinking, guides the students’ observations and perceptions, and tries 
to fi nd proper concepts to describe the essential things. She asks questions, 
uses examples in order to fi nd a solution for the task, as well as uses analogies 
in her guidance. Teacher 3 passes the unnecessary bypaths in student’s think-
ing, and tries to make sure that students’ studying and working proceed.

Teacher3 and the students check together the mathematics exercises. 
Teacher3 asks for the answers from the students’ answers and Teacher3 
writes them on the blackboard.

Teacher3: And there were multiplication exercises in eight. 3/12 times 
120. The fraction is multiplied by whole number. What will 
be multiplied? We were there already. We have not been here. 
Let’s start from Student7.

Student7: Did you say 120 times?
Teacher3: Yes.

Student7 is thoughtful and he does not answer immediately.

Student7: Mmmm…

Teacher3 starts to ask questions from Student7.

Teacher3: What do we have to multiply here by that one hundred twen-
ty?

Student7: That (points to the mathematics book).
Teacher3: This?
Student7: Mmm.
Teacher3: It would be division then.
Student7: Maybe that numerator then.

Teacher3 continues with her questions to Student7.

Teacher3: Yes. Let’s multiply the numerator. It is three times one hundred 
twenty. And what will happen to the denominator, Student7?

Student7: Mmm… it will stay the same.



Results 143

Teacher3: It will stay the same. How much will the numerator be?
Student7: Three hundred sixty.
Teacher3: And is it possible to reduce it, Student7?
Student7: Yes. Mmm… three.
Teacher3: For example. Is it possible to reduce here straight by some big-

ger number?
Student7: Four.
Teacher3: We get even a bigger one. Student25.
Student25: One hundred twenty.
Teacher3: But this cannot be divided by it.
Student25: Okay. Six.
Teacher3: Yes, we get even bigger. Student24.
Student24: Twelve.
Teacher3: Let’s take straight that twelve. How much will be the numera-

tor, three hundred sixty is divided by twelve? It’s reasonable to 
divide thirty six by twelve.

Student2: Is it thirty?
Teacher3: It is. And how much is the denominator?
Student2: One.
Teacher3: And how much is 30/1?
Student2: Thirty.
Teacher3: Yes it is. J We have rarely this kind of exercises, in which we 

get straight thirty. That was that. And then we had the other.

Finally the right answer to the exercise is found together. Teacher3 contin-
ues to the next exercise. (T3L1Ma, 24:17–26:37)

Using Literary Teaching Material. Teacher 3 tries to promote and support stu-
dents’ working by guiding them with a collection of appropriate source books. 
She helps them to work with books and internet sources, and to fi nd and choose 
relevant material for their studying.

The students ask advice from Teacher3 to their problem that they have with 
their India-group work. Teacher3 goes besides the students.

Teacher3: What did you have… India. Hey, look at this. Here I have a 
whole book of it.

Teacher3 hands the book for the students. Students open the book and start 
to explore it enthusiastically.

Student25: My goodness! What is this?
Teacher3: The workers in a cement factory. They have to… Here are for 

example these, just these cities. A national park, tiger…
Student8: Teacher3…,
Teacher3: Tigers are quite rare, they exist only, the Bengali tigers exist 

only in India. Here is something more about the fauna. Where 
are the cities? Look at that, what has been done there.
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Student25: What is there?
Student8: Yack, what are they?
Teacher3: Trousers. Fashion clothes.

The students continue to leaf through the book.

Student25: Trousers.
Teacher3: Why are they hanging there like this?
Student8: Maybe someone has wet them somewhere.
Teacher3: Yes. When they want the light shades to the jeans. They will be 

dried in the direct sunlight in order to get the light ones.
Student8: Teacher3, where are those boxes? Those quite small ones. Not 

very big ones.
Teacher3: What kind of box could be good for you?
Student8: A medium-sized, I think.
Teacher3: Here is from Delhi.
Student7: Wow!

The students stay to explore the book. Teacher3 starts to help the other 
student group.

Student8: A carton.
Teacher3: Let’s see. I leave this for you, because there is information 

about the cities, if you don’t invent, that what to do of them. So 
maybe this might help with it. (O3t2yl, 45:07–46:39)

6.1.4. Teacher 4

As with the other research participants, Teacher 4’s videotaped material con-
sists of eight lessons, and I chose 80 pedagogical moment episodes from this 
material for further study. I located these pedagogical moments to subcatego-
ries and upper categories and still in three main categories: pedagogical rela-
tion, teacher’s relation to content and didactical relation. The descriptions of 
the lessons, as well as the locations and the durations of the pedagogical mo-
ment episodes are presented in Appendixes 8 and 8a. As these lesson profi les 
show, most of the chosen pedagogical moment episodes (40 episodes) have to 
do with the maintenance of didactical relation. In 32 episodes, the maintenance 
of pedagogical relation is emphasised. The teacher’s relation to content is in 
focus in 8 episodes. It is interesting that almost always; the fi rst episodes of the 
lessons have to do with the maintenance of pedagogical relation. I present the 
analysis of chosen pedagogical moment episodes more specifi cally below.

PEDAGOGICAL RELATION

I have located two upper categories under this main category: teacher’s man-
ners and habits and teacher’s tactfulness.
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6.1.4.1 Teacher’s Manners and Habits

This upper category contains two subcategories: allowing humour (6 episodes) 
and proper and clear intervention (18 episodes).

Allowing Humour. Teacher 4 permits humorous remarks in his class and he 
also relieves the situations with humour himself as well. Sometimes he an-
swers to student’s questions with jokes or comments their answers funnily. He 
might give some joking examples for students’ exercises or tell an amusing 
story that relates to studied issues.

Teacher4 clarifi es the information concerning winter sleep and winter tor-
por in the text book for the students. These concepts are fi rst defi ned gener-
ally, and then some examples of the animals, to which they are connected, 
are considered.

Teacher4: There is at least one mammal. Small sized. Flying.
Student1: A bird.
Teacher4: A mammal. Student2.
Student2: A rabbit.

One of the students answers thoughtlessly to teacher’s question of some 
animal, which is in winter torpor, and the other students and Teacher4 start 
laughing.

Teacher4: A fl ying, small mammal rabbit J?
Student3: A bat.
Teacher4: The bat is one of these animals. Shh, shh. Student5, do not tilt 

back your chair. Turn forward. And then we continue.

The situation ends to Teacher4’s proper answer, and then teaching proceeds 
again. (T4L8Bg, 24:46–25:39)

Proper and Clear Intervention. Teacher 4 interrupts his students’ improper be-
haviour and actions using different methods. He calls uneasy students by name, 
and asks the proceeding and phase of the exercises. He gives clear advice to 
students who behave poorly, reminds them to act correctly, and reprimands 
students who are late from the lessons. Teacher 4 comments correctly on a stu-
dent’s poor working, encourages properly a nervous student to calm down, and 
asks an uneasy student to propose some ways for him to study better. He also 
asks the students not to explain their poor behaviour. Sometimes he ignores a 
student’s cheeky comments and goes on with his teaching.

Student5 is restless, and Teacher4 walks peacefully over him. Teacher4 
states, that Student5 is disturbing the rest of the class and asks a proposi-
tion of him to calm down the situation.
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Teacher4: I can’t do almost anything, because you are disturbing us really 
much now. I don’t know what I could do for you right now. Do 
you have any propositions?

Student5: No, I don’t. Do we get any homework today?
Teacher4: Yes, I think that you will get some.

Student5 calms down and continues his work with mathematics exercises. 
(T4L5Ma, 32:38–32:54)

6.1.4.2 Teacher’s Tactfulness

I located two subcategories under this upper category: mastering with ges-
tures and expressions (6 episodes) and maintaining positive atmosphere (2 
episodes).

Mastering with Gestures and Expressions. Teacher 4 manages his class by us-
ing different kinds of gestures and expressions. He calms down restless stu-
dents by viewing their working besides them or just by passing by them. He 
looks at his students and might open the correct pages in their books in order 
to encourage them to concentrate on their work.

The physics lesson is going on in the class. The students read aloud a piece 
of text from the textbook in turn. The students, sitting at the back part of 
the classroom, are discussing while the others are reading. Teacher4 goes 
besides the group of students in the rear. Teacher4 looks at their work, he 
opens a textbook at the right place and starts to follow the text that one of 
the students is just reading. The students stop their discussion and calm 
down to follow the instruction. (T4L2Ph, 17:05–17:40)

Maintaining Positive Atmosphere. Teacher 4 aims at having a good feeling in 
his class. He takes part in his students’ off-task discussions, is interested in 
their viewpoints and fi nally leads them back to the issues being studied. In the 
same way, Teacher 4 notices the students’ concerns, listens to them and guides 
them to go on with their tasks.

Teacher4 has given some Finnish mother tongue exercises for the students 
and he follows students’ working. The students discuss genially about 
yesterday evening’s TV-show, while they are doing their works. Teacher4 
listens to the students’ discussion. Teacher4 joins in the conversation and 
starts to talk about the TV-show with his students.

Teacher4: What did you say?
Student4: Nothing.
Teacher4: What kind of earrings does she have? Who?
Student6: One person in Idols.
Teacher4: Aha, okay.
Student6: It is pierced in a way.
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Student7: What did you say? Levi’s jeans?
Teacher4: Piercing earrings, not Levi’s jeans.

Teacher4 and the students discuss the topic for a while. The conversation 
fades away little by little and the students concentrate on their exercises. 
(T4L1Fig, 30:15–30:50)

TEACHER’S RELATION TO CONTENT

In the analysis of the pedagogical moments of Teacher 4, I structured just one 
upper category, mastering content of teaching, under this main category.

6.1.4.3 Mastering Content of Teaching

This upper category contains only one subcategory, clarifi cation of content of 
teaching (8 episodes).

Clarifi cation of Content of Teaching. Teacher 4 often clarifi es the content of his 
teaching. He thoroughly explains the content being studied and tells some ex-
tra and current issues concerning it. He gives them some profound information 
about the cave paintings, and a short historical story about making the movies. 
Teacher 4 also particularizes the studied content during the physics lesson, as 
well as presents some mathematical reasons behind the rounding rules in a 
mathematics lesson. He often deepens the defi nitions of the studied concepts 
and makes additional specifi cations to them from another viewpoint.

Teacher4 and the students stand around the table. Teacher4 illustrates a 
burning reaction for the students with a demonstration. Teacher4 explains 
the course of the demonstration for the students and tells them thoroughly 
about the characteristics of carbon dioxide, which is a result of the burn-
ing.

Teacher4: Carbon dioxide is a colourless, odourless gas, and from a view-
point of human action it is quite neutral. But, but but… Now 
that carbon dioxide and steam that come from there are both 
heavier than that oxygen. And now it is not possible that there 
could form more that carbon dioxide or that oxygen than there 
is that oxygen. And now the next situation is, that I put this 
glass pot upside down on that jar or on that candle in a way that 
it is there in the water bowl. After this it will be a closed system 
in a way, that no oxygen can enter there from outside. No gases 
can come out from there; no gases can go in there. That reaction 
in there continues. So, that candle burns for a moment, until 
all the oxygen has burnt there, and formed to be water, steam, 
and carbon dioxide have formed. And as I said, both of those 
gases that form there are heavier than that free oxygen, so their 
volume is smaller, and we should see, that the amount of the 
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gas here diminishes. And let’s see, if we perceive this phenom-
enon.

Student1: Look what happens.
Student7: It is dying down.
Student3: It’s over.
Student9: Nice smoke comes from there.
Student11: That water raised.

Teacher4 tells thoroughly the details for a while, but then starts quickly to 
reduce the information. Teacher4 ends his talk and focuses the students’ 
attention on the demonstration that is going on.

Teacher4: Yes, now that previously mentioned steam can be seen conden-
sated here on the surface. Well, now we perceived there, that the 
surface of the water rose in the pot. In the beginning there was 
no water. And now when the candle died down, two phenom-
ena happened there at the same time. One thing was that the 
oxygen there had burnt away… and had changed to be carbon 
dioxide, and then the volume of carbon dioxide is smaller than 
the volume of oxygen. The other thing that happened was that 
the steam there condenses to water and disappears from this gas 
space, and that’s why it seems that the surface of the water rises. 
Okay, this was not a strange thing here. This had to do with the 
theme that we had on our previous lesson. Okay… then, but 
then we continue to play with water.

The students go to their seats. (T4L2Ph, 08:29–11:56)

DIDACTICAL RELATION

There are two upper categories under this main category: creating precondi-
tions of studying and promoting studying. The greatest part of Teacher 4’s ped-
agogical moment episodes include in the categories under this main category. 

6.1.4.4 Creating Preconditions of Studying

I put two subcategories under this upper category: noticing student’s experi-
ences (5 episodes) and specifying instructions (19 episodes).

Noticing Student’s Experiences. Teacher 4 takes students’ experiences in con-
sideration in his teaching. He might start a classroom discussion from a point 
that seems to be interesting for his students. He asks about students’ everyday 
observations, perceptions, and experiences concerning the issue of the lesson. 
He might also enquire about his students’ expertise concerning the studied 
contents as well in order to liven up the conversation with them.
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Students read from their textbooks about the birds in the cities and their 
ways to gather food. Teacher4 starts to ask students’ personal experiences 
concerning these issues.

Student6: … the crows and magpies that fl y around the dustbin is quite a 
normal view during the wintertime.

Teacher4: Okay. Well, have any of you this kind of experience that you 
have left the dustbin lid a little bit open or the garbage bag on the 
steps and the result is that a crow or a magpie comes to pull… 
Okay. From this we can see that this is quite… How many of 
you compost the waste? How many of you have a bio dustbin 
in use? Surprisingly few. Okay, it’s clear. Put your hands down, 
please. I just thought by myself, that I compost all our organic 
waste in a compostor. All the waste from food. I thought that 
what do the crows and magpies imagine fi nding from our waste, 
because there should be no edible waste in there anymore. But 
obviously the power of their habits is, that the smell of food 
coming from wrapping papers tempts them to rummage. Maybe 
that omnivorousness is here then, that whatever is…

Student5: Maybe they think that if there are apple cores or something.
Teacher4: Well, I just explained here that I compost all organic decompos-

ing waste, so that all, all that goes totally to the other dustbin 
than that, that what the magpies are able to rummage. Then. 
Our time goes. We have to proceed to the jackdaw. Forward.

Teacher4 and the students discuss about students’ experiences for a short 
time, and then they go on with textbook’s text. (T4L6Bg, 26:52–28:48)

Specifying Instructions. Teacher 4 activates his students to study and supports 
them to solve the diffi culties in their exercises and working. In the problem 
situations he gives more detailed advices, concrete advice, or also common 
advice concerning the exercises for all students. He specifi es the exercise in-
structions, and asks detailed questions from his students. He might advice his 
students individually by dividing their exercise into smaller parts, and by re-
peating the counting rules or advice again and again for students. Teacher 4 
directs a student to the central point in the exercise. He might compare the right 
performance with the wrong one in order to get his students to understand the 
things by themselves.

Student3 comes to show his mathematics exercises for Teacher4 at the 
teacher’s desk. Teacher4 watches through the exercises and starts to guide 
the student.

Teacher4: Mm, release now. Round off to full fi gures. No, no, I thought 
that there is… These are exactly right. Okay. Here round off up 
to the nearest tenth, so in other words from here. Do I round off 
up?
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Student3: Yes.
Teacher4: So this will be? The previous number from that nine, so it is ten. 

Then we have to move there again, from here. And this will be 
it? And this?

Student3: Mm.
Teacher4: And here to the hundredth part. Zero…

Student3 walks back to his desk and continues with his exercises. (T4L3Mag, 
15:55–17:06)

6.1.4.5 Promoting Studying

This upper category contains two subcategories as well: illustrating content of 
teaching (11 episodes) and guidance by asking questions (5 episodes).

Illustrating Content of Teaching. Teacher 4 tries to promote his students’ stud-
ying and learning with different ways of illustrations and concrete examples. 
He uses simple and everyday equipment, as well as more complex structure 
models to show the characteristics of the content being studied. He writes con-
crete examples on a blackboard, reads the examples from textbooks with the 
students, and uses different kinds of pictures to help his students to learn.

The lesson is ending and Teacher4 gives homework to the students.

Teacher4: Well, now I’ll give you pleasant homework. You really like 
drawing, so there exercise number four is a drawing task. You 
have to be able to change the written instruction to a clear traf-
fi c sign or to a symbol that we saw on the overhead projector 
before. Always in these instructions it is important…

Student1: What…?

The students ask for advice for the homework, and Teacher4 compares it 
with the symbol pictures on the overhead projector, that were presented 
before during the lesson.

Teacher4: Could you please listen for a moment! It is important that it is 
quite simple. It can’t contain a huge amount of details, but it 
has to be simplifi ed as simple as possible without losing the 
message from it. Take all the details away. This kind of home-
work, it is there that exercise number four. The drawing of four 
pictures.

The students put the books in their bags and leave for the break. (T4L4Fi, 
40:01–41:10)

Guidance by Asking Questions. In addition to the illustrations, Teacher 4 pro-
motes his students’ studying and learning with questions. There are several 
cases in which he asks many questions from a student, so that he could uncover 
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a mistake in the student’s thinking. He also presents specifying questions con-
cerning the issues being studied to reach the exact defi nition of them. In addi-
tion to this, Teacher 4 asks his students concrete questions and aims at reaching 
a more abstract, general level of the phenomenon being studied.

Teacher4 and students discuss about the meanings of the symbol signs used 
in public places.

Teacher4: Now I think that you might give an incomplete answer. Formu-
late in your mind, shape the answer now in a way, that, that it 
is somehow on a more general level from here. What does this 
really mean, when you see it somewhere? Student4, no, I mean 
Student8.

Student8: It is a parking place for invalids for example.
Teacher4: Okay. A parking place yes. What else? Student10.
Student12: That is in a bus.
Teacher4: And what does it mean in the bus?
Student12: Well, that invalids and old people can go there.
Teacher4: But is there…? So you mean the seat there now? Is there this 

kind of picture on a top of the seat?
Student1: No.
Teacher4: No. So there is some…
Student1: No, but there is a button, in which is this kind of…
Teacher4: Yes. Near the middle doors there is a button and what does it 

mean there? Student14.
Student14: Well, it means…
Teacher4: Now this fan buzzes here and your voice is so silent. I can’t hear 

you now.
Student14: Well, it means that if someone moves really slowly, so…
Teacher4: Yes, yes yes. Now I understand. So this is like… If you do not 

get there in normal time, out from the middle doors, for some 
reason or another, so by pushing this button the driver gets the 
information, that… that yes… Look carefully…

Student3: There is baby carriage in it.
Teacher4: There is baby carriage and this one. Both are…
Student3: No, but there is only baby carriage in it.
Teacher4: Well I have seen this sign as well, and… it means that the driver 

looks at it carefully before he or she closes the middle doors and 
drives on, that the doorway is surely empty. So, what else could 
this mean? Student7.

Student7: Well, it is on all toilet doors and those are somewhere.
Teacher4: Yes. It could be invalid toilet sign, yes. Anything else?
Student14: Everything that is meant for invalids.
Teacher4: Everything that is meant for invalids. But now we have just 

listed quite a lot. We still need some. Now could be a passage, 
for example. Clearly, that there are stairs to somewhere and it 
is indicated with this sign that okay, if you would like to use 
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a smoother way, you can fi nd it here near the sign. There are 
surely some other meanings, but I can’t remember them here 
right now.

Teacher4 and students go on to the next exercise. (T4L4Fi, 16:32–19:16)

6.2 The Contents of Class Teacher’s 
Tacit Pedagogical Knowing

In this chapter I answer the second research question and present the results, 
which I have reached when I analysed the STR-data for each research partici-
pant. I present the contents of class teacher’s tacit pedagogical knowing indi-
vidually, from the direction of each participating teacher. The reporting of the 
contents follows the logic of data analysis as well as the structure and the main 
elements of the didactical triangle. I present each of the participating teachers 
one at a time and explain the names and the contents of the main categories, 
the upper categories and the subcategories.

6.2.1 Teacher 1

In the STR-data analysis for Teacher 1, the content of the class teacher’s tacit 
pedagogical knowing was organised under fi ve main categories, which were 
teacher, student, content, pedagogical relation, and didactical relation. Under 
these main categories were a few upper categories, which furthermore had 
several subcategories. The number of Teacher 1’s STR-data was 341 thought 
units, and the number of their codings was 541 codings. The classifi cation 
framework of Teacher 1’s STR-data analysis is presented in its wholeness in 
Appendix 9.

TEACHER

In Teacher 1’s data, one upper category teacher’s pedagogical authority (57 
codings) was formed under this main category, and its contents are explained 
below.

6.2.1.1 Teacher’s Pedagogical Authority

Teacher 1 thinks that she as a teacher is responsible for the aims and goals of 
teaching as well as for the realization of the contents of teaching. She mentions 
that a teacher has to be educationally disposed towards the students. She thinks 
that it is obvious, that there are differences between teacher’s and student’s 
roles. Despite these differences, the warmth and humanity in a teacher’s pres-
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ence are of great importance. In addition to this, Teacher 1 considers the clari-
fying of the grounds for her own action for the students to be very signifi cant. 
A commitment to a teacher career is essential for Teacher 1, and she mentions 
that she works as a teacher because of the importance and meaningfulness of 
the profession—viewed both from her personal and social perspective. She 
emphasises the importance of teacher’s professional competencies in her eve-
ryday work, and especially in challenging teaching situations.

T1: But in most cases, I think that the small kids do not have these kinds 
of reasons. They do not hate me and I do not hate them. They have had 
no time to develop these kinds of antipathies. The only reason that can 
exist is their principle to be against adults. But also in those situations 
I have to be the adult, who guides and directs them. And I feel that it is 
my developed professionality, that I do not take those things so person-
ally. And still, it does not take my warmth and humanity away from my 
teaching and my being as a teacher. (T1L5Sc, 00:05–03:33, 5str, 89)

T1: And then, when you suddenly realise, that this [teacher’s work] is re-
ally the thing, and that I don’t do it because of money. That I do this, 
because I am good at it and I feel that this is an important job. And the 
combination, that I can do this work and this is really important, is the 
reason why I’m still doing it. Otherwise, it is that normal, so called 
“briefcase teacher”, “offi cial teacher”, who does her or his job and takes 
a salary for it. (T1L4Fig, 27:24–28:50, 4str, 91)

T1: It is a teacher’s prize. That, that you see that you lead someone to 
some interest, enthusiasm, even a hobby. And you know, that you have 
been—if not a moving power—an infl uential person in it. In my opin-
ion, it is really rewarding. (T1L7Reg, 28:51–32:19, 7str, 103)

T1: So many children have been used to it, that parents at home always 
say, that there will be some consequences of something, but nothing 
ever happens. So that’s why I always explicate the solution ready for 
the child, that she or he knows what could be expected. And this also 
eliminates that displeasure, than can be the consequence, if my deci-
sion or action comes suddenly and unexpectedly. These situations also 
occur, when I really lose my temper sometimes. In other words, my 
control doesn’t function. So, then I give the solution immediately with-
out preparing the child, without she or he knowing what will be the 
consequence of his or her foolish acts. And then the result will be a tem-
porary, mutual displeasure, and then it infl uences the lesson in the way 
that I feel bad when I continue teaching, the child feels bad to be a sore 
spot and move there. Now when I justify my actions, that why and what 
will be the consequences, and what I am aiming with them, so it will be 
a totally natural part of the routines of the class. And then if somebody 
else will be guided in the same way, so it is already reasoned. And that 
I don’t put the problems on a pedestal. I handle them always, when they 
are current and I try to create the practices, that they know that some 
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things are automatically the consequences for something. And still this 
means, that it is practising and the aim is then that, in a way, the ex-
pected behaviour. (T1L1Fi, 00:55–01:33, 1str, 165)

STUDENT

Under this main category I located one upper category, student’s role, and it is 
clarifi ed next in a more detailed manner.

6.2.1.2 Student’s Role

Four subcategories include in this upper category. Student’s role in Teacher 
1’s data is made up of student’s activeness (6 codings) and student’s conscien-
tiousness (14 codings), and also of student’s learning diffi culties (8 codings) 
and student’s diffi culties in concentration (46 codings).

Student’s Activeness. Teacher 1 sees student’s enthusiasm and activity as im-
portant characteristics. The students are naturally active and full of life, and 
these qualities need to be taken into consideration in everyday school work. 
She mentions that the students’ liveliness and activeness in school tasks pro-
duce rewarding sensations in the teacher herself.

T1: That what is touching is that still, despite of my dullness, they [the stu-
dents] are willing to read. That really they [the students] have that need 
and will and… And still then that small activity that is there in the mode 
of reading, although Student3 hangs his chin there that seems to reward 
some of them. (T1L8Fi, 07:19–07:46, 8str, 6)

T1: Look, and [Student1’s] hand is waving. After two school weeks I would 
never have believed, that this child would raise his hand at all during his 
school years. (T1L6Fig, 11:47–14:15, 6str, 127)

Student’s Conscientiousness. Teacher 1 emphasises the importance of students’ 
conscientiousness, skilfulness and neatness in their school works. She men-
tions that she has certain expectations of student’s participation and attentive-
ness, and says that they have effects on the success of the lessons. In Teacher 
1’s conceptions, a students’ kindness and benevolence are important parts of 
their conscientiousness as well.

T1: Okay, we discuss with Student13 about that, that it is wise to do… wise 
to do your work properly from the beginning to the end, so you have to 
do them only once. Carefully and accurately. (T1L5Sc, 15:20–15:52, 
5str, 195)

T1: [Student12 hesitates a little.] There is also a conscientious girl, who 
strives to do too many things at a time and will maybe be very good 
at collecting pressure and stress in the future as well. She is oppressed 
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by the fact that she can’t read yet. And I don’t think that anybody at 
home does it purposefully, but they are also a little bit stressed at home, 
that her learning has not been so smooth. (T1L6Fig, 21:29–23:20, 6str, 
107)

Student’s Learning Diffi culties. In Teacher 1’s opinion, the student’s skills de-
velop relatively slowly because of their individual learning diffi culties. She 
mentions several possible reasons for these diffi culties and thinks that remedial 
teaching and some other activities are required to take care of them properly.

T1: And then she is in trouble, because her strength and skills are not 
enough. She would like to be as the others are. Sometimes she marks 
the homework of the advanced student group and else as well, and then 
poor her she is really in trouble with all those things. (T1L2Fi, 36:00–
36:30, 2str, 145)

T1: But then I always think that what is the right place for those kinds of 
children, that there is not a very good place for a child whose language 
profi ciency is insuffi cient. That somehow I wish that it could be pos-
sible to organise other kinds of support. Because basically she is a very 
nice girl. In that shape and with those readinesses, skills, and abilities 
she is only extremely strenuous. (T1L4Fig, 23:44–25:05, 4str, 139)

Student’s Diffi culties in Concentration. Teacher 1 talks quite a lot about stu-
dent’s diffi culties concerning concentration during the lessons. She thinks that 
a student’s disturbance, interruption and inability to listen during the lesson 
delay her or his learning. Remedial actions are necessary for these diffi culties 
as well. In addition to this, Teacher 1 mentions that it is diffi cult for some stu-
dents to tolerate an adult’s control.

T1: There [in Student3’s situation] wasn’t any signifi cant change. He 
calmed down for a moment, but then again in this case only for a mo-
ment. I don’t suspect at all, that something wouldn’t stay in his mind, 
because he still is a boy, who really likes that positive feedback. And he 
is nice. He truly is a nice boy, but he still is a little bit lively and restless. 
(T1L7Reg, 05:50–12:04, 7str, 119)

T1: But the relation between the number of his [Student3’s] stories, and the 
listening that he gets, that he has to tell them there. It is an endless stor-
age of those [stories] that he has. And he takes care of just those things, 
that he is little bit like Student2. Student2 has the same problem. They 
cover their ability to manage and concentrate with that, that they… be-
cause they are more like active persons. Except Student2. (T1L5Sc, 
09:12–10:23, 5str, 122)

T1: And then somehow the fact, that how Student1 was in the beginning. 
Student1 didn’t sit in his desk in the beginning. He wasn’t able to do it. 
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If he wasn’t on his knees under the desk or on his back on the fl oor, so 
he ran around the classroom. (T1L6Fig, 04:00–06:26, 6str, 126)

CONTENT

This main category contains one upper category—awareness of nature of con-
tent (11 codings)—which is explained next.

6.2.1.3 Awareness of Nature of Content

Teacher 1 deliberates on her own awareness of the nature of the content of 
teaching. She thinks it is important to notice, if the content is familiar or unfa-
miliar for the students. The nature and the principles of the content have to be 
clarifi ed for the students. She mentions that the content affects the ways, the 
methods and the details, in which it will be handled.

T1: I don’t [think that I’d continue with issues of religion]. I had given it 
up already at that moment, when I started this whole learning to learn 
-discussion. At that moment I already knew that I wouldn’t go back to 
religion matters, because it would have been just a mess. And besides, I 
didn’t feel at all, not at all to discuss about advent times or angels. And 
if you really are so irritated, as I was in that case, it’s totally useless to 
start to discuss about the warmth and love of Christmas. That somehow 
I wouldn’t like to ruin that kind of theme only because of my own frus-
tration. (T1L7Reg, 28:51–32:19, 7str, 82)

T1: The reason [why that issue was discussed] was, that it is not possible to 
understand what you hear, if it is not read so peacefully, that you have 
time to consider it. I do it every single time, almost every reading lesson 
I do it with some student. It is not especially deliberated on always. I 
repeat it, so that it once again would stick in their minds. It’s not; they 
don’t need to be quick. It’s enough, if they read clearly and with a loud 
voice. Of course, then, I give those examples, that I read with different 
styles and they are allowed to choose, that what sounded the best one. 
And then again, I give these tiresome reasons. I seem to be harping a lit-
tle bit. Many times I have thought about that, but then on the other hand 
then again… there are no ill effects of it. It might be a little bit tiresome, 
but it is not a mere drawback. I know that also, that in the same way as I 
meander in our conversations, I also sometimes make things a little bit 
too sure. (T1L2Fi, 18:29–19:46, 2str, 203)

PEDAGOGICAL RELATION

As a result of the analysis I located two upper categories under this main cat-
egory: teacher’s manners and habits and teacher’s tactfulness. Both of these 
upper categories have several subcategories, and I present them in the next 
sections.
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6.2.1.4 Teacher’s Manners and Habits

Teacher 1’s manners and habits consist of six different subcategories: teacher’s 
proper and clear intervention (22 codings); teacher’s immediate and repetitive 
intervention (15 codings); teacher’s positive and supportive action (28 cod-
ings); encouraging to discussions (30 codings); emphasising student’s respon-
sibility (19 codings) and emphasising working and studying (17 codings). A 
common character for all of these is their clearly permanent and quite un-
changeable nature—like the manners and habits are.

Teacher’s Proper and Clear Intervention. Teacher 1 mentions that her proper 
and clear intervention in disturbing classroom situations appears in several dif-
ferent ways. She might stop a disruptive student directly and by reasoning her 
interruption. In some other cases she may ignore a student’s disruptive action 
or irrelevant statement by commenting on it shortly and correctly, but still con-
siderately. In addition to these ways of intervention, Teacher 1 emphasises the 
educational importance of reacting to the student’s bothersome actions.

T1: [I wanted to interrupt Student7’s waffl ing in a reasonable manner by 
stating, that if you want to be listened to, then you also have to listen the 
others.] Because he had talked there all the time already. He had talked 
for such a long time already, that I know that because he is a smart boy 
and his ability to understand does not end. But because he feels so bad, 
so I purposely want to focus it directly on him. Because I wouldn’t get 
it through for him, if I say it generally, so it does not have any effect on 
him. (T1L2Fi, 06:29–06:42, 2str, 110)

T1: And I try to be without becoming enthusiastic in that situation. As you 
maybe noticed there or it will be seen later, I don’t react to it. Yes, I 
comment on that answer, but I don’t… I continue from that on. That 
he doesn’t get that prize from me, although the other students’ reac-
tion then is a part of that prize. But I assume, that he is a typical child, 
and that my reaction is also quite important to him as well. (T1L3Sc, 
03:36–06:08, 3str, 216)

Teacher’s Immediate and Repetitive Intervention. Teacher 1 emphasises the 
importance of her immediate and thorough intervention in students’ disturbing 
actions and thinks that her thoroughness in these situations is essential. She 
always interrupts students’ inappropriate behaviour and thinks that repetition 
of common and shared educational principles in the class is necessary. Teacher 
1 thinks that this kind of guidance infl uences good order and discipline in the 
classroom.

T1: I have done that [reminding of the proper behaviour and taking the oth-
ers into consideration], several times during this autumn and every time 
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I have explained that why we are in the phase we are right now. And 
sometimes I’m even so snide and compare the situation with an unsuc-
cessful previous situation, but it takes far too much time then some-
times. So, that I’m able to do it only every once in a while. (T1L3Sc, 
07:47–07:55, 2str, 209)

T1: Repetition is an effective way to learn, harping harp, harp, and harp 
on. Then little by little their behaviour will be automatized. If it really 
doesn’t function at their level of thought, so then anyway in that mo-
ment, when it is practised and discussed, when they are reminded about 
it several times. (T1L5Sc, 00:05–03:33, 5str, 212)

Teacher’s Positive and Supportive Action. In addition to these previously de-
scribed ways of intervention, Teacher 1 stresses her positive and supportive 
action in relation to the students. She thinks that it is important to acknowledge 
and praise the students always when it is justifi ed. Especially the individual 
and levelled honour for the student is relevant, but in order to make this possi-
ble, it is extremely important to know the pupils very well. Teacher 1 mentions 
that it is much more useful to praise the students rather than to forbid them 
from doing something, because the positive feedback has great infl uences on 
students’ actions and motivations. But still, although positive action and sup-
port are important, Teacher 1 says that it is sometimes stressful to continuously 
take care of somebody.

T1: Student3 is such a boy, that when you deny him, he will become more 
and more terrible. But if you scratch him positively a little bit and fi nd 
truly even a little reason to praise him, so you will go far, far with 
that. But it is somehow really stressful to play with him. (T1L4Fig, 
18:38–19:58, 4str, 295)

T1: Because he [Student3] has so much energy and power, so the only way 
to reach the results faster, in my opinion, is to encourage him positively, 
to notice him when he acts and behaves properly, to produce pleasure 
for it in him, because he still is a boy, who wants to do things right 
and then of course like most children, so he wants to please. (T1L1Fi, 
00:55–01:33, 1str, 312)

T1: Student13 is there. He is there for the second time, and he really often 
tries to get the clown’s role. I try to give him positive experience of 
success, so that he really wouldn’t need to turn to it. Because learn-
ing, learning is so diffi cult for him, so it is also truly diffi cult for him 
to concentrate. He moves a lot. And then, his learning doesn’t happen 
extremely quickly. (T1L4Fig, 03:26–04:37, 4str, 314)

Encouraging to Discussions. Teacher 1 thinks that it is important to take the 
student’s opinions and viewpoints into account at different occasions in every-
day classroom work, both at that time when they spontaneously express them, 
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and also ask their opinions as well. Discussions with the students are extremely 
meaningful, because it is possible that the students’ curiosity may appear dur-
ing them. Teacher 1 mentions that sometimes it is important to allow open, 
free and informal discussions that are not directly focused on the theme of the 
lesson, because these discussions have special educative signifi cance.

T1: And I really like that conversation that develops there. That it is just 
that, that I have that bad manner to meander in the discussions, at least 
somebody might think so, but then again in some occasions it is a 
manner that leads to the extremely fruitful conversations. That what is 
spawned from it is a great amount of good conversations and opinions. 
(T1L3Sc, 06:25–07:45, 3str, 69)

T1: It is also otherwise very important, that the children would have the 
courage and willingness to talk and discuss different things. And then 
further I emphasise, that the meaning of the conversations and sound 
curiosity towards different things. I don’t close those things away be-
cause they are not a part of the curriculum. On the contrary, there [from 
the student] come lots of issues that need to be handled and that offer a 
natural change to do it. Important issues to handle. Yes, now I remem-
bered, narrowly. J. (T1L5Sc, 15:53–16:20, 5str, 282)

T1: And still, they have the possibility to give their own viewpoints for that 
issue and I try to avoid that kind of impression; that I also would listen 
to what they say. And above all that, that if they have some better idea 
to propose. It doesn’t happen very often with fi rst-graders yet, but later 
it will happen, so I try to show it, that also adult can be fl exible, change 
the way of action, if a child is capable of justifi ably presenting a better 
one. And it is that case, that encourages them to speak out and then I can 
keep them committed and motivated, because they think about those 
things. (T1L3Sc, 06:25–07:45, 3str, 286)

Emphasising Student’s Responsibility. Teacher 1 mentions teacher’s several 
necessary actions in educating the students. She sees that guiding and direct-
ing the students towards their personal responsibility is not really an insig-
nifi cant one. She sees that it is important that the student is conscious of the 
expectations and aims that have been set for her or him, and that the student 
is conscious of their own responsibility concerning them. Teacher 1 avoids 
producing the experiences of helplessness and dependence on her as teacher 
for the students. She feels that she has succeeded, when she realizes that she is 
unnecessary for the students.

T1: [I didn’t want to handle the case after the lesson, but it was done there.] 
No, because in those situations, when it has been done after the lesson, 
so then the case is over in a way. Because everybody are there in place. 
And Student2 publicly blames Student1 for beating her, so I want that 
she has to be responsible for her words. I want that they learn that man-
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ner and habit, that if some child is blamed for something, so the case 
will be handled immediately and they get feedback from it. That you 
also have a chance and the means for doing it in a right way, because 
then when it happens during the break, I hope that it some day will bear 
fruit, and that they will clarify the situation without the need for my 
interference in it. And without, that the same kind of big deal is made 
about it, as it was there now. Because this is really a typical action of a 
small child, and a light touch might be a hit for somebody and a whis-
per might be a bawl. And so on. In other words, a kind of tolerance or 
endurance to these things and manners are searched for here, so that it 
would become such… I aim at such fair and dynamic action. Somebody 
else might aspire to something else, but it fi ts me personally and I con-
sider it to be right, that fair action and dynamic. (T1L3Sc, 20:29–22:07, 
3str, 324)

T1: Here is again that passing on the baton. That responsibility moves there, 
where it belongs to. So, I myself have the responsibility for my own 
behaviour. Okay, a teacher can guide it by talking and by interfering 
in it, but mainly the students should start to understand by themselves 
little by little. (T1L5Sc, 00:05–03:33, 5str, 328)

T1: [I said for the students, that I have a problem and threw the ball for them 
in a way.] Now again that responsibility and the question of giving the 
responsibility, that I feel, that I can try that what exists there. However, 
this is not a too big thing for them. And they clearly have the keys for 
the solution in their hands that they can childishly say that next time 
they will try seriously. Next time we will behave properly. And so on. 
That they have, they have a feeling for it, that they have done something 
for that thing. That it was not only my complaint, dissatisfaction, but 
they also have for the next lesson… some of them or possibly many 
of them feel that well, next time we will try more there. (T1L7Reg, 
32:21–34:44, 7str, 329)

Emphasising Working and Studying. Teacher 1 underlines the importance of 
studying at school. She thinks that the training of things and skills happens at 
school, and students have to make the effort and work hard in order to learn 
well. She mentions that getting feedback is a natural part of students’ everyday 
work. In addition to these, Teacher 1 sees school as a place for the students to 
learn to learn for their present and future life.

T1: Again and again I repeat that, what I want to and then I try to justify that 
why. And then I always remind them of that, that when they have come 
to school just to learn only, so it doesn’t mean that I am angry. But it 
means that those things should be taken care of and they succeed little 
by little. (T1L5Sc, 00:05–03:33, 5str, 48)

T1: [I say it aloud that I’m dissatisfi ed.] Because of that, that I want to teach 
them that thing, that still the basic thing in the school is that studying 
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and working happen in a certain manner there. And if I’m not satisfi ed 
with that, that what happens there, so then, so that a child would learn 
to follow and control her or his own behaviour, so of course I have to 
explain then, when I’m dissatisfi ed. And especially that, that why, why 
I’m not satisfi ed. In my opinion, it is a really important part. By this I 
show in a way, that I don’t underestimate that child. I give her or him 
a possibility to consider and say aloud, that what’s wrong with that 
lesson. And also that what’s wrong for the teacher’s part. That if the 
lesson gets out of my hands or if it feels like carrying dead weight, so I 
really have to consider also, that is it only because of the children and 
their tiredness or didn’t I plan beforehand and prepare it through well 
enough. And if my approach proves to be too adultish and wrong, so 
I should have the ability to change it then and not to give the children 
the responsibility in that teaching situation. But that, that I tell that with 
which things I’m not satisfi ed makes the situation and my work in it 
easier next time. I tell that with what I’m not satisfi ed, so they them-
selves start to think about it, that what kind of behaviour I expect from 
them. And then that, what is extremely important, is that they also learn 
to give reasons and to understand that by which reasons. That my guid-
ance situations are not only my high-handed demands, but there are also 
some kinds of reasonable reasons for them. Or at least I imagine and 
I try to make them believe that there are some reasonable reasons for 
that, that things are done in this way. (T1L3Sc, 06:25–07:45, 3str, 51)

6.2.1.5 Teacher’s Tactfulness

Teacher’s tactfulness is composed of seven subcategories, and a common fea-
ture for all of them is their occasional or coincidental, but still not unconscious 
nature. I have placed the following subcategories in this upper category: con-
sideration of others (24 codings); creation of secure atmosphere (44 codings); 
allowing expression of feelings (12 codings); mastering with gestures and ex-
pressions (35 codings); teacher’s patient action (30 codings); teacher’s sponta-
neous action (18 codings), and teacher’s situational sensitivity as challenge (8 
codings). These are clarifi ed next.

Consideration of Others. Teacher 1 thinks that the students’ fl uent dealings 
and interaction with each other are very important. She stresses delicacy in 
the students’ relationships and sees the students’ differences to be natural and 
enrichment in the class. Teacher 1 emphasises the students’ mutual support in 
their peer group, and she thinks it is very important to develop the students’ 
abilities of empathy.

T1: Well, this [when I asked that what can be seen from my face] is again 
that part, that how do you take others into account and how do you feel 
by yourself. Again I go there to a child’s own experiences and that, that 
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how do you feel, would you like to be treated in this way, what is the 
spirit and going-on of fair play, which of these is a better alternative: 
either you feel good or you feel bad. And if they understand it in that 
moment, so it will also lead to a change in their behaviour sooner or 
later. On the other hand, because they are so young, I’m not allowed to 
be inordinate in a way, so that I think that the change in them would be 
immediate and lasting. But small pieces at least. We are starting to build 
here from small pieces in small moments. And just this, that they are so 
rarely used to hear, that why there are some things in their behaviour 
that need to be corrected. So, in my opinion it’s extremely important 
that I show my feelings and that I manage to give reasons. (T1L7Reg, 
22:52–25:46, 7str, 256)

T1: I’m truly grateful, that it has happened now, that Student1 is in that 
mood. That he really likes Student14 so sincerely and gets along with 
her so well. They support each other very much. (T1L6Fig, 04:00–
06:26, 6str, 115)

T1: I do it all the time [that I ask the things from the students]. I do it all 
the time for them. They get regularly some problem situation that they 
have to solve with each other, for example their mutual quarrel, that the 
whole class solves helpfully. So I usually or I often use that discussion 
in the way, that I also put them to solve it. There are no limits in their 
own demands and other things. And then if I ask, do you really think 
for yourself, that this is fair, so somebody say that is okay. But most of 
them fi nd some fairness in a peculiar way. Once again, when they have 
to think for themselves. Auts! (T1L7Reg, 32:21–34:44, 7str, 253)

Creation of Secure Atmosphere. A warm and caring atmosphere in the class-
room is very important for Teacher 1. She mentions that it is necessary that 
the classroom environment eliminates students’ tensions and allows them to 
make mistakes. In her opinion, a secure atmosphere has essential infl uences on 
students’ studying and learning. A sense of solidarity and togetherness among 
the students is very important for her as well. Teacher 1 thinks that humour is 
a central factor in classroom situations as well.

T1: And the other thing that I want to emphasise is that what I repeat con-
tinuously, that we are in the school, because we study things there. If 
we managed all the things, we wouldn’t need to come there then. That, 
that a child has the courage and also the courage to make mistakes and 
she or he is heard in the school, is much, much better than just to be and 
sit down there. And at the same time I try to raise their self-esteem and 
courage, so that they have the courage to express their opinions and say 
the things that they have to say. If they make mistakes, so the mistakes 
will be corrected and then we try again. I think that there are far too 
many children, so kind of children who are under so big pressures and 
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expectations, that the fear to fail, so actually prevents their learning. 
(T1L1Fi, 09:28–10:30, 1str, 47)

T1: [I rise from a chair and say that there’s nothing to worry] Because it 
calms her down. It is a kind of automatic thing that calms her. I walk 
near her, touch her, talk peacefully to her, repeat… This is now the point 
that I’ve thought a lot, because in this situation I’d like to take this child 
into my arms, calm her down and say don’t worry, you don’t have to. 
(T1L6Fig, 04:00–06:26, 6str, 86)

T1: [I wanted to bring some humour here.] I certainly wouldn’t be able to 
be in that kind of teaching, in which I should be serious all the time. 
And besides, how nice it is, when you can lighten it from time to time. 
At those times, when you have a tight situation, so what would be a 
better way than learn to laugh for yourself and try again after it. It is 
not so serious. All in this entire job is not so serious that you wouldn’t 
always have some space for humour. I certainly wouldn’t be able to 
work in that kind of place. Why would the children be able to be there? 
(T1L6Fig, 11:47–14:15, 6str, 267)

Allowing Expression of Feelings. Teacher 1 permits the students to express 
all kinds of feelings in the classroom. She thinks that teacher’s attitudes and 
actions towards students’ expressions of feelings are very important. She men-
tions that it is important to take a natural stand towards students’ emotions and 
fulfi l the students’ wishes to get personal attention from the teacher from time 
to time.

T1: The reason for that [that we discussed about Student8’s braces and her 
crying] was, that I like that all the feelings that are in the classroom are 
allowed to fl ourish and bubble there. I want that everyone has the free-
dom and right to be themselves. And then on the other hand again, it is a 
so kind of case, that has an extreme infl uence on the atmosphere and the 
spirit of the class. If you cry in some situation, this does not make you 
the subject of ridicule in any way. And you don’t need to save your face 
gnashingly once again. I want that it’s a normal everyday life. I’d like 
to create that kind of atmosphere here, that it is warm and caring. And 
that, that we are like the same crowd, so that means then, that we also 
take others into consideration and take care of each other. Immediately 
from the beginning. (T1L2Fi, 00:10–00:21, 2str, 231)

T1. That [Student14’s anxiety] doesn’t have any effect on the other chil-
dren, because it has been said almost a million times, that it is allowed 
to cry in class, if one feels sad or pain. And both boys and girls, and 
children and adults are allowed to cry there. So it’s not any case in that 
sense. (T1L6Fig, 04:00–06:26, 6str, 274)

Mastering with Gestures and Expressions. Teacher 1 thinks it very signifi cant 
to move around the classroom during the lessons and manage the class with her 
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motions. She mentions that her students understand her signifi cant looks, gazes 
and gestures, and they act according to the desired manner. Teacher 1 mentions 
that the students also start to concentrate on their tasks when the teacher just 
goes besides them.

T1: I stroke her hand. I know that it calms her down. They know what it 
means. I often do it. I don’t interrupt the lesson. I often walk around 
there, walk and touch that child. She truly knows what it means. They 
are not stupid at all. They really know when they are doing something 
inappropriate. Then I go and touch. If the touch isn’t enough, so then I 
interrupt it. But it is somehow a mystique thing then, when… So then, 
when the confi dential relationship has developed, so it’s enough when 
you catch a student’s eye, so that gaze, raising of the fi nger, or then if 
you don’t catch that eye, so then just that touch. In my opinion, it was 
so sweet that Student17’s thing then, that what the sign in the theatre 
was. That how you know that you have to behave correctly. It’s just the 
same. It is like a sign language. Just like the moves of your body and 
gestures and all those tell that. (T1L2Fi, 04:51–05:32, 2str, 11)

T1: [I said to the students that I’m serious] That they would learn to read my 
body language and understand that why they should react to it. In gen-
eral not why, but normally you have to notice people around you that 
you react also to the other things, that what they express otherwise, not 
only with their speech and shouting. (T1L5Sc, 00:05–03:33, 5str, 249)

T1: I wished that the infl uence [of my purposeful slowness] would be seen 
later. Now it feels only annoying, but that was also the purpose. I exact-
ly wanted to mediate purposefully and still with a good mood that same 
irritation [that I sometimes have]. (T1L8Fi, 22:25–26:24, 8str, 251)

Teacher’s Patient Action. Teacher 1 talks quite a lot about her deliberated and 
peaceful action during the lessons. She emphasises that it is very important, 
that she as teacher acts patiently regardless of her students’ actions, which 
might be very challenging sometimes. Teacher 1 thinks that teacher’s patience 
is also very important, when it is considered from the viewpoint of achiev-
ing and accomplishing the educational aims and goals. But still, although the 
teacher’s patience is very important, there can be human variety also in teach-
er’s patience as well.

T1: And Student3 is a kind of boy, who is extremely vivid, but who is not 
a bad boy. Who is, according to my experiences, one of those boys that 
need patience and guidance. And warm, meek guidance. That he’s not a 
boy, who you can make to obey with denying. Because it doesn’t work 
in this case. (T1L1Fi, 00:55–01:33, 1str, 118)

T1: Well, I know it [that scaring doesn’t lead to any good results], because 
my experiences have proved to me that always when I have lost my 
temper, so then when some child reacts to it strongly enough, somebody 
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there loses her or his temper as well, so I must have a look at myself in 
the mirror then as well. Sometimes there are situations that I feel that I 
should be able to be more severe in. But then once again, I’ve learned 
from my experiences that still the patience in teacher’s work is that 
what will be rewarded. Not that loss of temper and not confl icts with 
the parents. (T1L5Sc, 00:05–03:33, 5str, 183)

T1: Again and again I justify it and ask and compare. They will under-
stand it. According to my experiences. A child has to be quite hard, if it 
doesn’t appear or affect in any phase. The only thing is, that it requires 
forbearing nerves. And it’s not always easy to have them. J (T1L7Reg, 
22:52–25:46, 7str, 211)

Teacher’s Spontaneous Action. Teacher 1 mentions that she uses unprepared 
plans in unworkable teaching situations. These kinds of plans are like imme-
diate reactions that she uses after she had estimated the lesson situations in 
the classroom. She says that she knows instinctively and intuitively what to 
do in a surprising lesson moment, and she relies on her experience in these 
spontaneous situations. Teacher 1 thinks that sometimes there are also certain 
educational advantages in teacher’s spontaneous action.

T1: There [that I take the right way to act from my experiences in that 
situation] is not any other explanation than just that, that I just know 
it. Somehow when you know and follow the children, so that skill will 
develop for you. This is now the point that I manage to repeat again and 
again that if you really are interested in the job that you are doing and 
if you really want to learn, so you learn to see it. It is even instinctive 
somehow, that you are able to follow the feeling and their tiredness. 
And that, those experiences and work that you have done, so it will bear 
fruit in these moments. (T1L3Sc, 12:28–14:15, 3str, 72)

T1: Well that [that I invented to present the questions quickly for everyone] 
is a part of my experience once again. That, that it comes through that 
experience, that it’s what comes directly from your intuition. It is that 
action and I’m conscious of it when I do it and… But it’s not such a 
deliberated and systematic decision, but it is an automatic reaction to it, 
when I see that situation. I estimate that situation all the time. And then 
I react. I feel… I already have that much experience and ability that I’m 
able to do it. I have time to take care of the outcomes for all the year. 
So I’m never totally tied up with the lesson plan or with the thought, 
that what I have thought right now that what we do have time to handle. 
(T1L3Sc, 12:28–14:15, 3str, 74)

Teacher’s Situational Sensitivity as Challenge. Teacher 1 ponders that on how 
much it is necessary and even possible for the teacher to make changes in 
lesson plans and adjust the planned contents during the lesson. According to 
her, these ex tempore routes are surprising, unexpected, not planned neither 
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deliberated on beforehand. For these reasons they are challenging as well. She 
mentions that the changes in the lesson plan are often successful, although they 
might be demanding. But still, she says that also the failures in the cases in 
which her situational sensitivity would have been required are possible.

T1: Yes, exactly. Totally according to the situation [I made my decision 
that I go on with this]. There are lots of situations with the fi rst-grad-
ers, in which I turn to my experience. To that, when I see the amount 
of their tiredness. So I’m never able then, when I go on to some ex 
tempore -route, to know that was it a good alternative. But still then, 
in my opinion it’s really nice to test, it’s a challenge for me as well. 
That I, I start to try those things from different directions. (T1L3Sc, 
06:25–07:45, 3str, 70)

T1: But I also think about that, that how much a teacher has to be able to 
react according to the situation. That how much you are able to lighten 
and how much you are able to adapt. That what is the defi nition here? 
That how much you can hustle a fi rst-grader, how much you have to 
and are able to demand from them, because the problem is ever more 
and more, that these children are not similar as we were. (T1L3Sc, 
14:33–17:32, 3str, 85)

DIDACTICAL RELATION

Under this main category I located two upper categories. In the fi rst category, 
implementation of teaching, the viewpoint is mainly on teacher herself, where-
as in the second, guidance of student’s studying the focus is more on students’ 
actions.

6.2.1.6 Implementation of Teaching

This upper category contains two subcategories: mastering with organisation 
of teaching (13 codings) and decisions concerning teaching methods as chal-
lenge (11 codings). The categories are explained below and it can be easily 
noticed, that the matters concerning teaching are considered in both of them 
primarily from the teacher’s viewpoint.

Mastering with Organization of Teaching. Teacher 1 mentions that she has 
planned the students’ seating in the classroom in a way that it promotes good 
order and discipline in the classroom. In her opinion, active and student cen-
tered teaching methods stimulate the students. But still on the other hand, she 
says that also the teacher-directed methods and working make undisturbed les-
sons possible.

T1: In this situation I interrupt it immediately, because I have noticed, that 
because I’ve known these children only for this autumn when they came 
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to school. And that what I try to do after the fi rst two weeks, is to defi ne 
the liveliest children, who need those airbags [peaceful children], which 
is not fair for the airbags, so I mean that I grouped them so, that the 
liveliest children are closer to me, so that they are within reach of my 
hands all the time, but as far as possible from each other. And then these 
airbags to the places between them. (T1L1Fi, 00:55–01:33, 1str, 1)

T1: By this way [by presenting questions quickly for everyone] I wanted to 
get off to a good start, that if I get a good grip on them now, so I don’t 
let their interest fall down again. When I see how tired they are. Look 
at that Student15 there, look at Student19 and Student12. All of them 
are inclined towards some direction and they slip down. This was such 
a last pressure, and I thought that if I can’t keep them active, so these 
things and the lesson will be lost. And with sport terms it was like that 
I squeeze all the last powers out of them, because we have started this 
job. (T1L3Sc, 12:28–14:15, 3str, 10)

Decisions Concerning Teaching Methods as Challenge. Teacher 1 mentions 
that the students’ heterogeneity affects teacher’s choices concerning teaching 
methods, and sometimes these selections might be diffi cult. Despite careful 
preceding preparation, the wholenesses of lesson planning and the choice of 
teaching methods may occasionally prove to be unsuccessful. In these situa-
tions, she tries to solve the problems during the lesson as well as she can.

T1: Their heads are drooped down and they do their own things and discuss 
with each other. And, and well, during this moment I noticed or thought 
about that if had planned this in some other way somehow, so this could 
have also proceeded in some other way. That, that in the fi rst place I 
was dissatisfi ed with the way or with that, that I didn’t manage to get 
that lesson in control. I was extremely disappointed, because the lesson 
didn’t keep in order. It defi nitely didn’t, it didn’t really proceed in any 
phase at all. (T1L7Reg, 21:58–22:51, 7str, 39)

T1: No. They [the students] didn’t calm down at any phase. All the time I 
had the feeling, that… I thought, that was it the most crucial mistake, 
that the hobby equipment were left on the desks. Or was it in general 
that we had worked with the hobbies? So, the stimulus for them, that 
they didn’t have patience to calm down then. Then next, of course I 
thought that well, okay that… that this thing wasn’t interesting. But 
then again that feedback of the religion lessons, that I got from the par-
ents at our Christmas party, that how much those lessons stimulate the 
students’ thoughts. How much do the children discuss about them, those 
issues at home, so it’s a totally opposite indicator here in this work. 
That I was amazed that how much they remember from those lessons 
and how much they need to discuss about them at home. (T1L7Reg, 
01:44–03:15, 7str, 41)
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6.2.1.7 Guidance of Student’s Studying

I placed four subcategories in this upper category: directing the beginning of 
students studying (18 codings); thorough guidance of student’s studying (15 
codings); noticing student’s experiences (10 codings), and student’s motivat-
ing as challenge (30 codings). The contents of all these categories are in some 
way or another related to the teacher’s actions in promoting students’ study-
ing.

Directing the Beginning of Student’s Studying. Teacher 1 mentions that it is 
crucial to ensure the beginning phase in student’s working. She says that in 
this phase she directs the student’s attention to the details that are essential 
from the viewpoint of performing the exercise or task. After this she observes 
continuously the insecure students and is ready to offer help and assistance to 
them. She mentions that the ability to start working confi dently develops quite 
slowly for some of the students.

T1: But then again I noticed that in those long syllables, she [Student14] 
fumbled for those syllables very well. So I think that… that she is clear 
about them. In those times when she is balanced and there is a peaceful 
moment for her to do it without hurry, so then she will manage. With 
those syllables. A construction of a word, a whole word is a totally dif-
ferent thing then. But with the syllables already, and with the long ones. 
There were already syllables with three and four letters that she man-
aged to construct. (T1L6Fig, 04:00–06:26, 6str, 247)

T1: [When Student13 did the exercise on the blackboard and gave those 
instructions to the others, I thought] that he did it better than ever before 
today. That now there are some changes for him to succeed. I was satis-
fi ed. And again, when I noticed that he is about to make a mistake, I try 
to give him a hint, that he would try hard and look, to which fl oor it [a 
letter on the rules that he is writing] is going. Because I know, that he 
feels nervous, so anything can result from there. Now he wrote a three 
fl oor v. (T1L4Fig, 03:26–04:37, 4str, 318)

Thorough Guidance of Student’s Studying. Teacher 1 mentions that it is essen-
tial that the students concentrate and listen to her instructions at the beginning 
of the work. Teacher 1 is persistent in guiding the students and sees that the 
students’ tasks need to be performed carefully. She says that it is important for 
her as teacher to be sure of the students’ understanding and to re-teach them 
the contents of the lesson, if she notices some misunderstandings or failures in 
their learning. The student’s characteristics need always to be taken into con-
sideration in their guidance. Teacher 1 says that despite her thorough guidance, 
it is also signifi cant for the students to try the tasks independently and succeed 
in their performance as well.
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T1: [When I gave instructions for Student14] I looked from syllable to syl-
lable and noticed that luckily all those syllables are such that in principle 
she has the possibility to manage them. And when she has an extremely 
good memory, she is able to use and utilize is very well, so I knew that 
she’ll manage with that task. (T1L1Fi, 13:30–14:36, 1str, 113)

T1: [In that situation I decided to start from the beginning because] We had 
gone far away from our actual topic. All the other things had been han-
dled there. And then when those lying events happened there as well, 
and some of the students were totally in their own thoughts and were 
lying on the desks. So I thought that it’s a benefi t for all of us that we 
get a better feeling to that lesson, and that I don’t have to end it in a 
bad mood and the children did not need to be moody, so to start… In a 
way, I wanted to give a new chance to start from the beginning, and to 
show just that particular thing there with my own example. That okay, 
the things didn’t succeed, but let’s try again. And without that I have, 
that I feel bad or that I would show my dissatisfaction. But instead of 
that, I try to teach it from the beginning again as peacefully as possible. 
(T1L3Sc, 07:47–07:55, 3str, 179)

Noticing Student’s Experiences. In Teacher 1’s opinion, it is effective to point 
to students’ experiences, when the contents of what is being taught are ex-
plained for them. She sees that the best way to handle the content of teaching is 
to do it clearly, concretely and childishly. In addition to the students’ personal 
experiences, the use of stimulating and inspiring teaching material is important 
as well in their guidance.

T1: I can’t, I can’t think about it that why [do I focus on the question for 
everyone, that how many of them have bones and I ask them to try]. It 
is just an extremely natural situation. In my opinion, it’s a childish ques-
tion, a childish way to approach that thing, that if you haven’t realised 
to think about it, so well, do I have any bones. Somehow it is… I feel 
that it is a same kind of way to approach the thing like a little child’s 
way of thinking. And as you see, what happens immediately with this 
explanation as well. (T1L3Sc, 03:36–06:08, 3str, 7)

T1: [The students gave different answers and I thought] That it is not a thing 
that they would have understood. That it is a thing that I have to be able 
to present even in a more childish way, even clearer. And in a way that, I 
don’t mean that they should learn it in one go, but somehow the answer 
was somehow so indefi nite, that I wasn’t satisfi ed with it. (T1L3Sc, 
03:36–06:08, 3str, 222)

Student’s Motivating as Challenge. Teacher 1 thinks that knowing the students 
is a necessary prerequisite to succeed in motivating them. In her opinion, she 
as a teacher has to maintain the students’ motivation. Teacher 1 says that when 
her students are motivated and inspired, she has succeeded in her teaching. On 
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the other hand, Teacher 1 mentions that it is challenging for her to motivate a 
disturbing student, and Teacher 1’s failure in motivating the students causes 
frustration for her.

T1: That [pencil sharpening] is a real craze sometimes that they all stand in 
a line besides that long wall, where that schedule is. So, suddenly they 
all stand in a line, and I wonder that where did all my students disap-
pear. Suddenly all of them have an immoderate need to sharpen their 
pencils and then I think, that wow, a teacher has succeeded once again. 
(T1L3Sc, 14:33–17:32, 3str, 58)

T1: [When Student3 walked over me again and there was that Aladdin’s 
magic lamp -case, so I thought] That now he needs… and you saw, 
when he went running to write. Well, I thought that my experiment 
continues. In a way, it is like a little challenge in the middle of the les-
son that can I motivate him. How am I able to motivate that child? By 
cheating benevolently or justifying realistically, by making an appeal 
to sense or… It is always like a small task of knowing my students. 
(T1L4Fig, 30:49–31:30, 4str, 55)

T1: And I’m frustrated there. And I don’t nearly always know, that how 
often or which I’m more: frustrated, because I’ve not succeeded ac-
cording to my own opinions, or because the children don’t follow my 
teaching although I try to tempt and try with different kinds of ways. 
But then again, I don’t think about it nowadays anymore. It is a new 
day then again, a new lesson, and the next attempts. (T1L7Reg, 28:51–
32:19, 7str, 57)

6.2.1.8 Conclusion of the Analysis of Contents of 
Teacher 1’s Tacit Pedagogical Knowing

As can be seen, it is possible to defi ne various contents in Teacher 1’s tacit 
pedagogical knowing. As I have already pointed out in Chapter 5, I made cor-
relation examinations of Teacher 1’s STR- data analysis. The correlations that 
appeared in the examination are presented in Table 7.

The correlations between the categories are not extremely high because 
of the dichotomous scale that I used in the matrix. But still, the correlations 
that are presented in the table show the interesting connections between the 
categories. And actually, they describe further the defi nitions and the contents 
of categories. Both positive and negative correlations between the categories 
are worth consideration. For example, there are correlation between subcate-
gories “Teacher’s Spontaneous Action” and “Teacher’s Situational Sensitivity 
as Challenge”; between the subcategories “Teacher’s Proper and Clear Inter-
vention” and “Teacher’s Patient Action” as well as between “Student’s Active-
ness” and “Mastering with Organisation of Teaching”, just to mention a few 
of them.
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Table 7. The results of the correlation examination of Teacher 1’s STR-data analysis.

Category 1. Correlating Category
Other Correlat-
ing Categories

Teacher’s Pedagogical 
Authority

Mastering with Gestures 
and Expressions 
(-,126*), Sig. ,020

Student’s Activeness
Mastering with Organization 
of Teaching
(,206**) Sig. ,000

Student’s 
Conscientiousness

Student’s Diffi culties in Concentration
(,178**) Sig. ,001

Student’s Learning 
Diffi culties

Decisions Concerning Teaching 
Methods as Challenge 
(,191**) Sig. ,000

Student’s Diffi culties 
in Concentration

Student’s Conscientiousness 
(,178**) Sig. ,001

Awareness of 
Nature of Content

Thorough Guidance of 
Student’s Studying
(,123*) Sig. ,023

Student’s Motivating 
as Challenge
(,119*) Sig. ,028

Teacher’s Proper and 
Clear Intervention

Teacher’s Patient Action 
(,213**) Sig. ,000

Teacher’s Immediate 
and Repetitive 
Intervention

Mastering with Organization 
of Teaching
(,256**) Sig. ,000

Teacher’s Patient 
Action
(,135**) Sig. ,012

Teacher’s Positive and 
Supportive Action

Thorough Guidance of 
Student’s Studying 
(,168**) Sig. ,002

Encouraging to 
Discussions

Teacher’s Spontaneous 
Action (,112*) Sig. ,039

Emphasising Student’s 
Responsibility

Emphasising Working and Studying
(,121*) Sig. ,026

Emphasising Working 
and Studying

Emphasising Student’s Responsibility
(,121*) Sig. ,026

Consideration of Others Allowing Expression of Feelings
(,196**) Sig. ,000

Creation of Secure 
Atmosphere

Mastering with Gestures 
and Expressions
(,129*) Sig. ,017

Allowing Expression 
of Feelings

Consideration of Others 
(,196**) Sig. ,000

Mastering with 
Gestures and 
Expressions

Creation of Secure Atmosphere 
(,129*) Sig. ,017

Teacher’s Pedagogical 
Authority
(-,126*) Sig. ,020

Teacher’s Patient 
Action

Teacher’s Proper and 
Clear Intervention
(,213**) Sig. ,000

Teacher’s Immediate 
and Repetitive 
Intervention 
(,135*) Sig. ,012
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Teacher’s Spontaneous 
Action

Teacher’s Situational 
Sensitivity as Challenge
(,397**) Sig. ,000

Encouraging to 
Discussions
(,112*) Sig. ,039

Teacher’s Situational 
Sensitivity as 
Challenge

Teacher’s Spontaneous 
Action (,397**) Sig. ,000

Mastering with 
Organization 
of Teaching

Teacher’s Immediate and 
Repetitive Intervention
(,256**) Sig. ,000

Student’s Activeness 
(,206**) Sig. ,000
Noticing Student’s 
Experiences
(,147**) Sig. ,007

Decisions Concerning 
Teaching Methods 
as Challenge

Student’s Learning Diffi culties 
(,191**) Sig. ,000

Student’s Motivating 
as Challenge
(,119*) Sig. ,028

Directing Beginning 
of Student’s Studying

Teacher’s Positive and 
Supportive Action
(,168**) Sig. ,002

Thorough Guidance 
of Student’s Studying 
(,141**) Sig. ,009

Thorough Guidance 
of Student’s Studying

Directing Beginning of 
Student’s Studying
(,141**) Sig. ,009

Awareness of 
Nature of Content
(,123*) Sig. ,023

Noticing Student’s 
Experiences

Mastering with Organization 
of Teaching
(,147**) Sig. ,007

Student’s Motivating 
as Challenge

Decisions Concerning Teaching 
Methods as Challenge (,119*) Sig. ,028

Awareness of 
Nature of Content
(,119*) Sig. ,028

6.2.2 Teacher 2

As a result of the STR-data analysis, I structured Teacher 2’s data under fi ve 
main categories: teacher, student, pedagogical relation, teacher’s relation to 
content and didactical relation. I clarify the categories and their contents in 
this section. The number of Teacher 2’s STR-data was 225 thought units, and 
the number of their codings was 392 codings. The classifi cation framework of 
Teacher 2’s STR-data analysis is presented in its wholeness in Appendix 10.

TEACHER

I formed one upper category, teacher’s pedagogical authority (35 codings) un-
der this main category, and next I will explain its content.

6.2.2.1 Teacher’s Pedagogical Authority

Teacher 2 thinks that a teacher’s authority is not to her an accurate and cor-
rect way of speaking, but it is based on totally different kinds of things. She 
mentions that she as a teacher allows the students to comment on her teach-
ing within proper limits. She thinks that her authority does not allow her to 
treat her students badly or humiliate them in public in the classroom. Teacher 
2’s view of her authority contains her responsibility of the wholeness of the 
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instructional process, which means for example that she has to set up an ap-
propriate schedule for it.

T2: Well, that [that I said funnily that I could be that granny in the picture 
on the blackboard] was quite funny somehow. Well, maybe such a small 
ironic remark makes the students laugh, that it is somehow a forbidden 
area that it’s not actually allowed to criticize a teacher in school. But 
now, when I make it by myself, it is permitted. Something like this. 
(T2L1Fi, 14:46–15:28, 1str, 179)

T2: Well, then [shouting is not a good decision]… Maybe it’s not easy to 
make the child think with it that why she or he behaved stupidly or 
wrong, but it rather strengthens a turtlelike defence and draws it some-
how… Or raises the spines up like a hedgehog, so that… And then 
it’s important in my opinion, that a child is also able to save face then 
with distinction. It is quite humiliating that shouting. It is humiliating 
both for the teacher and student. So it’s not, it’s not so wise. But yes of 
course, of course there are situations, in which you lose your temper and 
then you have such an emotional reaction to some thing. An important 
thing for yourself or someone else that should already be totally clear. 
Or specifi cally some kind of deliberated meanness or cruelness or teas-
ing, so it is that is diffi cult to handle calmly. (T2L5Mag, 00:02–02:14, 
5str, 128)

T2: Yes. It is, it [an example on the blackboard] helped. And yes, still for the 
students of that age this, that some of them is that example person, so 
it… This I have used quite a lot in the mathematics lessons in some ex-
amples or in some others, so it always functions somehow and wakes. 
That of course you can’t do it too much, and you always have to main-
tain discretion there as well, so that you don’t use the examples that 
hurt somehow or make fun of someone. But instead, by such a positive 
way. That I always take care of that, that when I have mentioned some 
students by name in my examples, so they are nice things somehow that 
the students are waiting for happily. That well, that it’s very nice that I 
was mentioned in that context. So, of course this kind of things has to 
be somehow. (T2L7Fig, 07:22–10:00, 7str, 83)

STUDENT

In my analysis of Teacher 2’s data, I structured one upper category under this 
main category.

6.2.2.2 Student’s Role

Three subcategories—student’s activeness (22 codings), student’s conscien-
tiousness (12 codings), and student’s working diffi culties (7 codings)—belong 
to this upper category. They all describe Teacher 2’s conceptions concerning a 
student’s role in her class.
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Student’s Activeness. Teacher 2 mentions that she promotes students’ active-
ness and thinks it very important to notice and encourage the shy and silent stu-
dents during her teaching. She emphasises students’ watchfulness and spryness 
in their studying, and considers passive students to be a challenge for her.

T2: So that there doesn’t appear such mental laziness or letting oneself 
off too cheaply. So this [extra deliberation exercise] was such a lit-
tle towards that direction. Like a path to which they still went there. 
(T2L5Mag, 32:08–34:12, 5str, 135)

T2: Now I notice that there are now several, who don’t… Who haven’t 
wanted to go the blackboard because of some reason or… Some stu-
dents like Student11 and Student16 have maybe not visited there at all. 
(T2L1Fi, 21:00–23:38, 1str, 215)

Student’s Conscientiousness. Teacher 2 stresses student’s carefulness and will-
ingness to do the things right in the school. She sees student’s eagerness, neat-
ness and skilfulness as good and aspired characteristics. She talks about the 
student’s presence when she or he is attentive and concentrated on studying 
and on the exercises. She mentions that she calms down the students who are 
too eager, and thinks that the students have to comply with corrections of their 
behaviour by the teacher.

T2: I think, that I thought that I’ll take [some student to answer] from such 
a group, that hasn’t done that kind of exercise. When he [Student13] 
still has done those occupation tasks about the cities. That this was 
totally something else than his own task had been. That does he, is 
this wholeness clear for him at all. And now it seemed to be. (T2L6Sc, 
34:03–36:20, 6str, 50)

T2: He [Student1] listened it [my solution] totally calm so, that. Maybe 
he had, he knew, that he has behaved a little bit stupidly, that this was 
a logical consequence from this. On the other hand I understand very 
well that it’s wonderful to crawl in the snow, but that… But this is still 
the case that they still have to come here to the lesson. (T2L5Mag, 
00:02–02:14, 5str, 203)

Student’s Working Diffi culties. In Teacher 2’s opinion, a student’s inappropriate 
actions should be interrupted. She expresses her frustation with student’s in-
convenient behaviour and ponders the possible reasons behind student’s work-
ing diffi culties. Teacher 2 is also a little bit concerned about those students, 
who seem to be outsiders among the other students and whose working have 
clearly got worse because of this.

T2: That [amount of Student16’s writing] remained quite small, yes. That 
now I can’t say what was wrong with her. That is it really, that she has 
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not thought about her life from this day on or somehow, does she have 
some such sorrows or fears or diffi culties in some way. Or what’s it all 
about. So now I’ll stay to follow Student16 in the near future, that is she 
able to write anything. (T2L7Fig, 29:59–31:10, 7str, 60)

T2: [Student7 goes to the corridor there, because] He did… he didn’t do 
the assumed tasks at all. It was… during that hurry, when I gave the 
exercises, so I didn’t have any chance to chide or guide or notice him, 
so that… Well, now away from this situation for a moment, in which he 
only disturbs, and then back, when… when this real work begins. That 
it was only a kind of penalty, and to the outside of the classroom for a 
while, and…(T2L1Fi, 27:20–27:33, 1str, 96)

PEDAGOGICAL RELATION

I located two upper categories under this main category. Common to both of 
them is that they concentrate on maintaining the pedagogical relation between 
the teacher and the students. Teacher’s manners and habits describe quite well 
the steady factors in this maintenance, whereas teacher’s tactfulness contains 
the more occasional elements.

6.2.2.3 Teacher’s Manners and Habits

Under this upper category, I located fi ve subcategories: maintaining good class 
discipline (22 codings); intervention in inappropriate action (20 codings); no-
ticing student’s opinions (18 codings); noticing student’s abilities (12 codings) 
and supporting student (27 codings). A common character for all of these is 
their certain stability. The fi rst two subcategories focus clearly on disciplinary 
matters, whereas the emphasis in the latter three subcategories is on students’ 
positive encouragement.

Maintaining Good Class Discipline. Teacher 2 interrupts clearly and concrete-
ly students, who disturb working order in the classroom. She expresses herself 
straight and tightly in order to maintain good order. She gives advice that pro-
motes a quiet atmosphere. She has some special means to prevent the students 
from coming late to the lessons.

T2: Well, that discussion between the boys seemed to be such [that a disa-
greement was beginning there]. I know Student1’s fi ery temper, so that 
he keeps his opinions. And Student3 is also quite a skillful debater, 
so that he also is a nuisance to Student1. So, that the front lines for 
the fi ght were developing there, so I thought, that this fi ght has to be 
stopped immediately at the beginning, so that it doesn’t, before it will 
continue. Because it is totally unnecessary hesitation then. (T2L3Fi, 
14:20–14:55, 3str, 110)
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T2: The reason for it [that Student7 and Student9 were allowed to sit more 
distant together] was that I saw that they still are there totally peace-
fully. They didn’t disturb the others, so I thought that we got here, to 
the exercise that is in the beginning, these speeches. So somehow I…, 
somehow I made choosing there all the time, that for what to complain 
about and what not. I couldn’t stand it, that those students are laying 
there, and moving around, and heaving. That if some students sit there 
more distant, okay, they can sit. But nobody lies on the ground or turns 
upside down. So, that was the limit then. (T2L3Fi, 26:17–26:45, 3str, 
113)

T2: He was swinging there and doing some of his own things and didn’t 
listen, and was jostling there a little [so a straight message for him was 
appropriate]. So I put him in order with one sentence there, because it 
was good to get the real work started. And not, and then I didn’t much 
change the tone of my voice, so it will come there… With that, that I 
say some thing tightly. I don’t need to yell or shout, but I can say it with, 
with such a proper manner. (T2L7Fig, 10:07–10:27, 7str, 188)

Intervention in Inappropriate Action. Teacher 2 has one-to-one discussions 
with the students who behave inappropriately in the class. She expresses her 
dissatisfaction with the students’ improper action non-verbally. The teacher 
might act spontaneously when she interrupts a student’s bad behaviour. Teach-
er 2 thinks that it is very important to explicate the consequences of bad be-
haviour to the students.

T2: Well yes, we discussed it [with Student1] for a while. About that com-
ing in time. But then it, that why he has to come in time to the lessons, 
so it is such a self-evident fact, that I don’t say about it third-graders 
then… In my opinion, they don’t need the reasons anymore; because it 
is already so, they have to know already, that all kind of work, the direc-
tions at the beginning and all the other activities of the lesson will begin 
then. That these don’t function at all, if the students come to the lessons 
by gliding fl exibly, so it doesn’t… I didn’t even think about it there at 
all, that I should give some reasons to him there. So that if he’ll be late. 
(T2L5Mag, 38:26–38:42, 5str, 138)

T2: Mmm… [I didn’t interfere with the students’ discussion about being in 
the classroom during the break.] Often these kinds of reprimands that 
have to do with just a few students or one student, always take the time 
of the whole class. So that if it’s not such an issue that all the students 
should be informed for. Or, if also the other students should check their 
behaviour, so then I could take it as common information for all of 
them. Or I didn’t feel so indignant because of it that it would have burst 
from me spontaneously. So, somehow I feel, that it is good to take care 
of many things that have to do with order and discipline and these after 
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the lesson, when it can be handled peacefully only with those students, 
who have something to do with it. (T2L7Fig, 00:00–00:22, 7str, 151)

Noticing Student’s Opinions. Teacher 2 allows the students to express their 
questions, remarks and spontaneous comments. She thinks that along with the 
students’ opinions, there might arise some new viewpoints in teaching. She 
also thinks that the students have a right to their individuality and personal 
choices. Teacher 2 is a little bit worried about those students, who are quiet 
and who do not comment during lessons. She emphasises the signifi cance of 
noticing the students’ points of view.

T2: [It is important to take the objectivity into consideration.] So, that 
somehow, that, that the student has such an experience, that she or he 
will be heard and seen during the day, so that there are not any invis-
ible children. Well, it is so racking somehow, when there are almost 
thirty students, so although that one teacher there, that she or he… That 
still everybody wishes for that attention and contact, so there is that. 
(T2L1Fi, 18:30–18:56, 1str, 93)

T2: Something about that, when that Student7 said that spontaneous com-
ment about that another hand, so… As you notice, that we discuss in 
the way that the students raise their hands, but that I’m not extremely 
strict with that, if something concerning this issue comes to the stu-
dents’ minds, so they are able to… So, in my opinion, it’s inordinate 
to always ask permission to speak, so it doesn’t bother the discussion. 
But then, if that spontaneous comment… and in that situation we don’t 
go to that direction in our discussion, so I pass it. Like Student7 there 
said, that the other arm, that Finland doesn’t have that another arm any-
more. Well yes, like I admit, that it’s the fact, but because these facts 
concerning the war history of Finland are not those, that we were about 
to discuss, but instead of them something else. But that if a student is 
never able to say anything else; but just only then when they have raised 
their hand and asked for permission, so I think, that many important 
things remain unnoticed then. And many children have such… There 
is also a danger that then those talkative students easily speak a lot, 
but somehow I feel then, that also they, for whom it’s diffi cult to raise 
their hands, could be encouraged to say something. Or those who don’t 
have time to get the possibility to speak. But yes, now I’ll, this has 
opened my eyes to notice, that how many quiet students I still have in 
my class. That, for example Student18’s or Student12’s or Student15’s 
speaking or their activity during the lessons, so there. It could be more 
extensive, but when I know the personalities of these students, so they 
still are those, who are actively engaged during the lessons all the time. 
(T2L2Sc, 02:20–02:59, 2str, 98)
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Noticing Student’s Abilities. Along with noticing the student’s opinions, Teach-
er 2 thinks it very important to notice the students’ abilities as well. She sees 
that her noticing encourages and motivates the students. She mentions that it 
is often positively constructive to lead a student from wrong answers to right 
ones and make her or him to understand. In Teacher 2’s class, it is normal that 
students present their own accomplishments and products to each other, and 
these are exhibited in public.

T2: [I mentioned the street dance -issue with this student because] I knew 
that he’s skillful in it, and… And he performed it in our camp school 
as well. In a way, to make it easier for him to come there and present, 
so that he can be recognized and be, show some skill that he manages. 
(T2L3Fi, 03:51–04:16, 3str, 106)

T2: Well, I thought, that it is a little bit like… I want to respect the work that 
has been done, so that it is noticed together [and each student’s works 
are handled, although the bell has rung already]. And then, the whole 
thing would be watered down, if it would be put off till tomorrow or 
next week. So that, this certain wholeness is that, what is important 
here. So, in a way, the bottom would fall out of all the work, of the work 
of all the groups, if it just only, that “Out, the bells are ringing.” So, that 
we are able to go through this, this wholeness together. And they don’t, 
none of them starts to rush out, but they just stay there sitting and look. 
They still are interested in the results of each other’s work, so it seems 
to be just fi ne for them that we continue. (T2L6Sc, 34:03–36:20, 6str, 
145)

Supporting Student. Teacher 2 ensures student’s successful performance or 
achievement. She supports the students when they are starting their exercises 
and she makes sure of their good progress as well.

T2: [When we are deliberating those holes in the rock and what or who has 
done them, so Student12 thinks that the dinosaurs did them.] I thought 
that hopefully the others don’t start laughing. Because it, it was such a 
moving comment, and… And maybe a fi ve-year-old child could think 
like this. And something like this then, I felt that I should protect her, 
that now something… And the smartest students realize that maybe 
this is not the case, but I noticed that she really doesn’t… But then we 
passed it in a way that there was no mockery after this answer hap-
pened. (T2L2Sc, 05:11–06:01, 2str, 102)

T2: Well, there [when Student9 asked, that if it is possible to ask for help 
with the diagnostic exam tasks] was that, of course, that with what 
kind of things. I give an evasive answer there, that I don’t directly… I 
thought that maybe it feels a little bit harsh, that even I wouldn’t help 
you, but that, and then depending on that, that what the student is ask-
ing. There can be something that has to do with a mere mechanical per-
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formance so I can advice with that, of course. There I can say, that after 
the exam we can still have a look, if there still is something. (T2L4Ma, 
04:27–04:40, 4str, 120)

T2: Yes [I sit for quite a long time and peacefully besides Student13], I have 
such a feeling that the working goes on here around the class. They are 
working, and nobody comes to ask or interrupt, or nobody whispers to 
each other, but rather everyone is concentrated on counting their own 
exercises. So I had such a feeling that I’m able to stay there even longer 
in peace and quiet. To really help, even for a longer time. It’s not such 
hasty bouncing all the time, but now I had time for Student13 during 
that moment. (T2L5Mag, 20:05–28:04, 5str, 130)

6.2.2.4 Teacher’s Tactfulness

The content of this upper category can clearly be characterized as spontane-
ous, if it is compared with the previous one. This upper category contains three 
subcategories: maintaining positive atmosphere (30 codings); teacher’s spon-
taneous action (18 codings) and teacher’s situational sensitivity as challenge 
(3 codings).

Maintaining Positive Atmosphere. Teacher 2 mentions that it is important to 
create a secure feeling for her students. She says that it is possible to construct 
the positive atmosphere with common plays and games as well as with jokes. 
Teacher 2 strives to avoid confl icts between the students and emphasises their 
mutual discretion. Sometimes her as teacher has to relate neutrally to these 
confl icts and help to solve them. In Teacher 2’s opinion, it is necessary to have 
a positive mood in the classroom.

T2: Well, I [said quickly and humorously, that it was a test, because I]… 
think that humour is such a pedagogical tool, that I should use even 
more. That something… such a little bit absurd humour, that… that 
arises from those moments, so it is such… (It’s a little bit diffi cult 
to speak with myself in a duet.) But really then, something like that, 
that… That you say this kind of little things to the students, if they 
do something inappropriate, that… “Now kindness vaccinations under 
your big toe nail or something else like this, which are only childish 
things, but… But with all this then…then… (This is really diffi cult!) 
It’s self-evident in my opinion that such a nice and funny atmosphere. 
And a child should be able to laugh once a day at school. Such a laugh 
together, so it’s important. And also that when I from time to time talk 
about this and that, and the students notice it, so I think that it’s so won-
derful that my authority as a teacher doesn’t depend on it, that I continu-
ously… that I wouldn’t never make mistakes. But instead of that, they 
know that I do and that my authority is somewhere else… but not there, 
that everything will always be… (T2L1Fi, 04:18–04:33, 1str, 178)
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T2: And then, that such brawling… I don’t, in my opinion it’s not extremely 
fruitful, if I start to brawl and shout. Sometimes I raise my voice, but I 
quite rarely lose my temper. I might lose it with some clear, deliberated 
meanness and teasing and things like that. But now for Student1 as 
well, so I don’t… That what I think about him, I show it with my ways 
of reacting and not with starting to shout at him. (T2L5Mag, 00:02–
02:14, 5str, 127)

Teacher’s Spontaneous Action. Teacher 2 says that sometimes she has to bend 
the lesson plan and react spontaneously during the lesson. Her students might 
present some problems and she tries to fi nd the solutions for them. Sometimes 
she organises a spontaneous play or game situation in order to specify the 
content of teaching.

T2: Well that [conclusion at the end of the lesson, calming down all the stu-
dents, going to their own desks and a playful ending] was also such… 
Maybe somehow this kind of associativeness is characteristic for me, 
that somehow that Lapaduu-play came to my mind, in which it’s asked 
“Do you know”. When I remembered it, that do we know these parts of 
speech now, and I had such a strong answer—when I had looked at their 
group work—that we know them. (T2L1Fi, 36:57–38:16, 1str, 65)

T2: No, I hadn’t thought about this Lapaduu-play [at the end of the lesson]. 
Surely I had thought that we will look through them somehow, that 
okay, the parts of speech are there, and they know them pretty well, 
and… And that then something else is still coming, that this is not all, 
but that it happened in that way, so it arose totally from that situation 
somehow. (T2L1Fi, 36:57–38:16, 1str, 66)

T2: I tried to think quickly; this wild improvisation with myself again. So I 
tried to think in my mind, that what could be a topic for Student20, from 
which she could have a speech. Scarf obligation at school, no, nothing 
like that. But then I remembered that she has several little sisters, so I 
thought that it could be a possible topic. When she is with them, takes 
care of them as an older sister, so… And that was the topic, of which we 
discussed about. (T2L3Fi, 21:25–23:18, 3str, 71)

Teacher’s Situational Sensitivity as Challenge. Although Teacher 2 often solves 
the spontaneous situations, they sometimes might be like tests for her. She 
mentions that she continuously ponders to which lesson situations she reacts 
spontaneously and to which she doesn’t.

T2: Well, yes I had planned this [today’s] lesson, and I often have expres-
sion exercises during these Friday lessons. And I had thought this les-
son in this way as well. And of course, I want that we have a nice 
atmosphere here, when the lesson begins. It is somehow favourable for 
it, that the students have courage and willingness to this expression that 
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is not always so easy, or somehow to move on with oneself funnily. But 
I heard the morning before the lesson from the music teacher and some 
students, that there had been lots of behavioural disturbance or rage, 
and whatever drumming and something else had occurred during the 
music lesson. And I thought when I walked to the classroom, that… 
That what shall I do now, that if I preach a massive disciplinary lecture, 
so will this atmosphere fall through, and will these expression exercises 
succeed at all. But, but then somehow, maybe my affective reaction 
was so strong, and somehow I felt in that way, that I can’t pass it. And 
that they can’t just do some funny and nice things and…, when dur-
ing the previous lesson they have spoiled the others’ music lesson. So 
then, then this was somehow… It was partially deliberated, and on the 
other hand I felt that I had thought, that maybe I shouldn’t do this. But 
then, partially spontaneously I still did this, that I preached quite a lec-
ture to the boys in the beginning because of their behaviour. (T2L8Fi, 
00:08–01:41, 8str, 165)

TEACHER’S RELATION TO CONTENT

Under this main category I placed only one upper category, organisation of 
content of teaching.

6.2.2.5 Organisation of Content of Teaching

This upper category contains two subcategories: awareness of aims of teaching 
(4 codings) and concentration on content of teaching (27 codings).

Awareness of Aims of Teaching. Teacher 2 mentions that the goals which she 
has set for the teaching infl uence the choices that she makes during the lesson. 
She says that she might make some spontaneous decisions in order to reach the 
intended aims. Teacher 2 points out that her awareness of the goals guides her 
teaching all the time.

T2: Maybe I thought with Student1, that there are also really long and in-
teresting water routes outside Finland, and that it would be nice to tell 
about them and to go to those things. But then again, I didn’t go to 
that direction during the lesson. So, there are these kinds of choosing 
moments, I mean like quick decisions all the time. So how do I react 
with some student’s remark or fi nding, so that it is approved that “Yes 
that is really interesting.” But that I don’t proceed to that direction, but 
something like this. It is somehow like a tree that lesson, in which… 
Or that it is like a river as well. Or in which direction shall I proceed. 
Because then I have the wholeness of the lesson and the aim in my 
mind, and that… that main theme there. So, there can be these addi-
tional themes and meanders, but it is not always wise to go away from 
the main theme along the additional themes. Or it’s a totally different 
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thing then. Like the… This is; you have to have this certain alertness 
and presence, because they are so extremely valuable somehow. And 
sometimes the students make such discoveries with their thoughts or 
bring such an association or some viewpoint, which I’ve not realised at 
all by myself. And then you have to catch it immediately, and give them 
the value that belongs to them. But some good observation can be such, 
that it doesn’t serve the wholeness then. So, it will not be rejected, but 
it is, that “Okay that was interesting.” but we go on from there then. 
(T2L2Sc, 24:44–25:43, 2str, 20)

Concentration on Content of Teaching. Teacher 2 thinks that it is very impor-
tant to use the exact defi nitions of concepts in her teaching. She has to clarify 
the diffi cult concepts for the students, so that they understand. The teaching 
has to proceed logically and in an appropriate way, and she as a teacher has to 
try to avoid leading it to unnecessary bypaths. The students should be guided 
to consider the backgrounds of the studied contents. Teacher 2 mentions that 
all the exercises and tasks need to be completed and the students’ mastery of 
the contents of teaching and studying need to be controlled with the diagnosis 
tests.

T2: Well yes, I… Exactly yes [I still decided to continue that story about 
neighbours], maybe it was that… Along that story it was found then, so 
they have empathy with that situation, and the ability to describe and 
tell what kind it was. And then I also wanted those others, the names 
of the colours to remind, that colours are adjectives as well. (T2L1Fi, 
21:00–23:38, 1str, 7)

T2: Well, [I noticed that they know and manage them very well] because 
they came so easily in the revision in the beginning of the lesson; these 
parts of speech and these different words. And then the names of the 
parts of speech. And then the group work was relatively correct, with no 
mistakes. They were well there. And that then, how they if somebody 
in some group… They really controlled each other, so that the parts of 
speech, those words were there. By the way, Student7 has also been 
returned there to his desk at some moment. (T2L1Fi, 36:57–38:16, 1str, 
195)

DIDACTICAL RELATION

This main category contains two upper categories: organisation of teaching 
and guidance of student’s studying. The fi rst of them focuses mainly on the 
methods and materials used in teaching, and the second is more concentrated 
on the aimed success of student’s studying. Despite these differences, their 
common character is the maintenance of the didactic relation.
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6.2.2.6 Organisation of Teaching

I have set four subcategories under this upper category and they all handle 
Teacher 2’s ways to promote students’ studying and learning. The follow-
ing subcategories belong to this upper category: preparation of teaching (3 
codings); implementation of student-centred teaching (13 codings); noticing 
student’s collaboration (7 codings) and using suitable teaching material (31 
codings).

Preparation of Teaching. Teacher 2 emphasises the importance of preparing 
the tasks for the lesson before actual teaching situation. She thinks that it is 
very important to prepare the students well for the exercises, before they are 
conducted.

T2: So, I was somehow annoyed at it [Student22’s ineffi ciency], but then I 
still thought a little bit self-critically, that maybe I had put a little bit too 
tight schedule there. On the other hand, if I had said that they [presen-
tations] will be held after our skiing holiday and informed about them 
now, so the things [presentations] had been left and forgotten in any 
case. So it’s not wise to lengthen more this time schedule. (T2L4Ma, 
01:41–02:30, 4str, 115)

Implementation of Student-Centred Teaching. Teacher 2 thinks that the stu-
dents have to get possibilities to study the things actively and personally in-
stead of getting the complete and correct answers. She mentions that students’ 
activity is important instead of mere teacher-centered teaching. The students’ 
personal experiences need to be taken into consideration in their teaching and 
studying, because it has signifi cant effects on their learning.

T2: [Suddenly I decided that it is a student who is allowed to choose the 
picture on the blackboard.] Well, with all this the group stays lively 
and somehow this that I don’t… It is too dominating and unnecessary, 
that some of the students can choose it as well. And somehow I feel 
that when in a hurry I often succumb to this, that I do these by myself, 
when I know what I want, so I’m able to choose it among the various 
alternatives. But it is more pleasant for the students, if they have… And 
this is certain activating as well, simple activating, when we have this 
revision together and in quite a teacher-directed way, but… And I’m 
worried about it all the time that I would give equally the possibility for 
the students to act and say. And maybe this Student6 seems to need that 
positive consideration, that… Those things what she does and those that 
she can. And not, that she interacts with me only then when she needs 
help. (T2L1Fi, 18:30–18:56, 1str, 4)

T2: [I wanted the students to tell the answers.] Because it was about the 
results of their work. And that they had deliberated on it, and we were 
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supposed to have its conclusion here, that was going on there. So, that I 
don’t humiliate that child in this way, who doesn’t fi nd it out, but it had 
to be totally clear for them. (T2L6Sc, 34:03–36:20, 6str, 144)

Noticing Student’s Collaboration. Teacher 2 thinks it very important to utilize 
the students’ co-operation in everyday classroom actions, because enthusiasm 
in the peer group motivates the students to work themselves as well. When 
some students go into the exercises and tasks, it inspires the others to do the 
same as well. Teacher 2 mentions that the students commit themselves to help-
ing each other surprisingly well.

T2: The reason [why I took Student23 there with Student8] was that Stu-
dent23 had managed to proceed a little bit further in her book, so it 
could be possible that she would have done it. The others had not pro-
ceeded there yet. And maybe that as well, that it was also a little chal-
lenge for the others. But I didn’t give that task for all, that… These two 
are students and they actually count the exercises and they have already 
proceeded some pages further than the others, so then…(T2L5Mag, 
32:08–34:12, 5str, 39)

T2: But there is also that, of course, that there he [Student7] watches, what 
Student9 is doing and notices that Student9 writes with a really clear 
handwriting. And there he goes, so somehow it challenges him [Stu-
dent7] to try the things in the same way as well. (T2L7Fig, 20:52–
21:07, 7str, 210)

Using Suitable Teaching Material. Teacher 2 thinks that suitable materials 
in teaching are also important. The illustrative material should be clear, con-
crete and demanding enough, so that it promotes and motivates the students 
to study.

T2: Mmm, [I draw quickly a picture of the waterways on the blackboard] 
to somehow facilitate their ability to perceive it from the map then. 
Because there still, there are those cities and ways and railways, that 
are a part of this modern Finland, and not something clear terrain and 
landscape, in which only these plain things that belong to the nature 
exist. So in a way, it has been taken out from there barely, from a more 
complex map picture. So I thought that it could help them in perceiving 
it. (T2L2Sc, 16:56–19:58, 2str, 18)

T2: With the concrete equipment, so I felt, that with them it is possible 
to show it concretely with touching hands [so I took the equipment 
there]. And the issue would be somehow clearer, than just only by say-
ing it with “put the nines on the top of the zero there”-style. (T2L5Mag, 
20:05–28:04, 5str, 25)

T2: It [moving besides the blackboard and writing on it] was like, like a 
modeling of it, that how… Because my too much, voluble speech there 
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in the beginning, so it… I noticed when I looked at the children that 
they were a little bit somehow, that what is expected from them now. 
This makes it simpler now. It’s not necessary to say all the things with 
long explanations, because they are able to understand it by themselves, 
to see from there and understand, and then apply things for themselves. 
That what is expected of them. So it’s much easier for them to start 
doing the task, when they already have a preliminary idea of what is 
expected from them. And then they are able to develop by themselves, 
that what, what will be done after it, so it will be thought with each of 
them after some moments. (T2L7Fig, 07:22–10:00, 7str, 82)

6.2.2.7 Guidance of Student’s Studying

Under this upper category I located two subcategories. The fi rst subcategory 
relates to the guidance of student’s thinking (49 codings) and the other to main-
taining student’s working during her or his studying tasks (32 codings).

Guidance of Student’s Thinking. Teacher 2 emphasises the students’ personal 
consideration and thinking instead of giving them right and complete answers. 
She asks questions, uses concrete examples and different materials in order to 
guide the student to the solutions. In addition to these means, Teacher 2 asks a 
student to think aloud, so that she is able to guide more exactly. In some cases 
she might model the right performance for the students, so that they are able 
to follow her example.

T2: [I presented the theme of the lesson, of how the lakes have been shaped, 
in the form of the question.] Well, this again, of which we discussed 
about yesterday, that this, this deliberating. These why-questions; that I 
don’t just say and give it for them, that okay, Finland is a land of thou-
sands lakes. Well then, that’s it. But there are also reasons for it as well. 
Something has caused this situation, so that it is in this way. So, in my 
opinion, these are those aha-insights, that they could widen their think-
ing during some other lessons or with some other issues as well, that if 
things are somehow, so there are also some reasons for them as well. 
And I could fi nd the reason by thinking and by drawing some conclu-
sions, by deliberating. (T2L2Sc, 03:33–05:10, 2str, 11)

T2: Mmm, because by that way [when I asked Student13 to tell and think 
aloud] I found out that why he is… when he is making some mistakes, 
so why is he making them. And is there some thing there that he thinks 
in a very original manner. But when he explains that aloud, so I’m able 
to hear how he thinks. (T2L5Mag, 20:05–28:04, 5str, 28)

T2: Well, it [that I present the thing in a way that Student7 has to think by 
himself]… Once again it is, that a child’s own thinking, that it’s a too 
easy solution, if it comes there [from a teacher]. Maybe they get used to 
it in the wrong way, that they could always get the answer from teacher. 
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It is like…, I’m maybe positive towards asking, but what is the answer 
then, so it is sometimes thought from this way. That I present some 
counterquestion, and then she herself or he himself will fi nd it. I think 
that it sticks better in one’s mind and it is a more valuable answer than 
that, what could come from me. (T2L7Fig, 17:40–18:39, 7str, 89)

T2: Ooh, Student8 is a very talented student, but she’s not always extremely 
interested in those additional exercises in the extra pages of the math-
ematics book. I agree that they are like some tests to MENSA or… such 
entrance examination exercises to some special school. And they are a 
little bit annoying. Student8 herself said that they are annoying. I think 
in the same way sometimes as well. But maybe there still is… Now 
I wanted to challenge Student8 to a little intelligence exercise, when 
there was a… I don’t know, if you looked at them. Such a cube, a little 
bit like some Rubic’s cube, in which the sides of a cube were covered 
with different pictures. And then there were three different alternatives, 
when it was put on a level. And she had to think which of these alterna-
tives the correct cube is. And there was just that logical thinking and… 
That I somehow, this was a little pinch for Student8 towards thinking, 
that “Hey, we should think about this a little.” Although she would like 
to pass them. (T2L5Mag, 32:08–34:12, 5str, 133)

Maintaining Student’s Working. Teacher 2 tries to maintain her students’ work-
ing by quieting the classroom surroundings. She also strives to solve all the 
topmost things that occupy student’s mind. She divides the tasks into smaller 
pieces in order to help the student to understand them. After the students have 
completed all the tasks during the lesson, Teacher 2 offers them additional and 
challenging ones in order to keep them working.

T2: Hmm, I think, that they still seemed alert and happy there [so I thought, 
that I still wanted to give them some work]. They started to think about 
them even more with pleasure, so somehow this strengthened their en-
thusiasm that they already had. So maybe I thought it so, that it was a 
better alternative, than that they waited for the others, when the others 
needed some extra time there. (T2L1Fi, 30:28–31:22, 1str, 9)

T2: Mmm, well…[when Student22 said that she can’t make her book pres-
entation ready] a slight irritation was raising into my mind, but still 
then, a child’s ability to estimate the amount of her abilities or the extent 
of a task might still be limited. So, then I thought that it is better that I 
don’t force her to have that presentation then, when she had reserved 
and planned it. That, okay, let’s change it. Because it’s essential and the 
main thing, that she’s able to do her job with a good mood. Because, 
it’s still possible for me to be fl exible with the schedules. (T2L4Ma, 
01:41–02:30, 4str, 114)

T2: Maybe, maybe just this, that they [the students] have a feeling, that 
I don’t hustle them all the time in a monotonous way, that go on, go 
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on, go on. But rather [by saying it aloud] somehow, that I notice their 
tiredness, but still this work has to be done. This was not a very good 
argument, but in this way. (T2L7Fig, 01:51–02:25, 7str, 153)

6.2.2.8 Conclusion of the Analysis of Contents of 
Teacher 2’s Tacit Pedagogical Knowing

As it can be seen, it is possible to defi ne various contents in Teacher 2’s tacit 
pedagogical knowing. As I have already stated in Chapter 5, I made correlation 
examinations of Teacher 2’s STR-data analysis. The correlations that appeared 
in this examination are presented in Table 8. It is interesting, for example, 
that there are correlations between categories “Teacher’s Pedagogical Author-
ity” and “Maintaining Positive Atmosphere”, as well as between categories 
“Implementation of Student-Centred Teaching” and “Noticing Student’s Abili-
ties”. In addition to these, all the other positive and negative correlations shed 
light on the nature of the categories as well.

Table 8. The results of the correlation examination of Teacher 2’s STR-data analysis.

Category 1. Correlating Category Other Correlating Categories

Teacher’s Peda-
gogical Authority

Maintaining Positive Atmosphere
(,192**) Sig. ,004

Using Suitable Teaching Material
(-,136*) Sig. ,042

Student’s Ac-
tiveness

Maintaining Student’s Working
(,252**) Sig. ,000

Student’s Con-
scientiousness

Intervention in Inappropri-
ate Action (,134*) Sig. ,044

Student’s Work-
ing Diffi culties

Preparation of Teach-
ing (,202**) Sig. ,002

Maintaining Good 
Class Discipline

Intervention in Inappropriate 
Action (,265**) Sig. ,000

Teacher’s Situational Sensitivity 
as Challenge (,223**) Sig. ,001

Intervention in In-
appropriate Action

Maintaining Good Class Dis-
cipline (,265**) Sig. ,000

Student’s Conscientiousness
(,134*) Sig. ,044

Noticing Stu-
dent’s Opinions

Awareness of Aims of Teaching
(,208**) Sig. ,002

Guidance of Student’s Thinking
(-,156*) Sig. ,020

Noticing Stu-
dent’s Abilities

Implementation of Student-Cen-
tred Teaching (,280**) Sig. ,000

Supporting 
Student

Guidance of Student’s Thinking
(,368**) Sig. ,000

Maintaining Posi-
tive Atmosphere 

Guidance of Student’s Thinking
(-,207**) Sig. ,002

Teacher’s Pedagogical Authority
(,192**) Sig. ,004

Teacher’s Spon-
taneous Action

Using Suitable Teaching Material
(,262**) Sig. ,000

Guidance of Student’s Thinking
(-,156*) Sig. ,020
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Teacher’s Situ-
ational Sensitivity 
as Challenge

Awareness of Aims of Teaching
(,278**) Sig. ,000

Maintaining Good Class Dis-
cipline (,223**) Sig.,001

Awareness of 
Aims of Teaching

Teacher’s Situational Sensitivity 
as Challenge (,278**) Sig. ,000

Noticing Student’s Opinions
(,208**) Sig. ,002
Concentration on Con-
tent of Teaching
(,157*) Sig. ,018
Maintaining Student’s Working
(,138*) Sig. ,039

Concentration 
on Content of 
Teaching

Awareness of Aims of Teaching
(,157*) Sig. ,018

Maintaining Student’s Working
(-,150*) Sig. ,024

Preparation 
of Teaching

Student’s Working Diffi cul-
ties (,202**) Sig. ,002

Implementation 
of Student-Cen-
tred Teaching

Noticing Student’s Abili-
ties (,280**) Sig. ,000

Noticing Student’s 
Collaboration

Maintaining Student’s Working
(,220**) Sig. ,001

Using Suitable 
Teaching Material

Teacher’s Spontaneous Ac-
tion (,262**) Sig. ,000

Teacher’s Pedagogical Authority
(-,136*) Sig. ,042

Guidance of Stu-
dent’s Thinking

Supporting Student 
(,368**) Sig. ,000

Maintaining Positive Atmosphere
(-,207**) Sig. ,002
Noticing Student’s Opinions
(-,156*) Sig. ,020
Teacher’s Spontaneous Action
(-,156*) Sig. ,020

Maintaining Stu-
dent’s Working

Student’s Activeness 
(,252**) Sig. ,000

Noticing Student’s Collaboration
(,220**) Sig. ,001
Concentration on Con-
tent of Teaching
(-,150*) Sig. ,024
Awareness of Aims of Teaching
(,138*) Sig. ,039

6.2.3 Teacher 3

Along with my analysis of Teacher 3’s STR-data I came to six main categories: 
teacher, student, content, pedagogical relation, teacher’s relation to content, 
and didactical relation. The number of thought units in Teacher 3’s STR-data 
was 453, and they produced 727 codings. The classifi cation framework of 
Teacher 3’s STR-data analysis is presented in its wholeness in Appendix 11.
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TEACHER

I structured one upper category, teacher’s pedagogical authority (48 codings), 
under this main category, and its content is explained next.

6.2.3.1 Teacher’s Pedagogical Authority

In Teacher 3’s conceptions, her pedagogical authority means the equality and 
mutual respect with the students. She says that also she as a teacher—as well 
as the students—has the right and the possibility to make mistakes, but it is not 
necessary to remember them afterwards. Teacher 3 mentions that a teacher is 
not an authority in owning information or in knowing things, but still she has 
the responsibility of defi ning the contents of students’ studying and making 
sure that their studying proceeds. Teacher 3 thinks that it is necessary to justify 
her actions to her students, and sometimes also commit herself morally or ethi-
cally on matters concerning teaching and educating the students.

T3: In my opinion, it [that I won’t remind them afterwards about forgetting 
the exercise papers] is just personally important, because you have to 
be able to forgive a little or you have to be able to go on. I think that 
such an authority is terrible, who rags about it quite carelessly during 
the next similar event. That “Again!” or that “Well, how surprising that 
you don’t…” So in a way, you let that old reaction infl uence the new 
situation, and that child’s progress or way that he or she is searching for 
is totally impossible, because this stereotype or this conception that a 
teacher has created is so strong. That’s why I think that there’s no lazy 
or lively students in the class, before the situations… in this situation 
there were lazy students. But it doesn’t mean that they were lazy stu-
dents. (T1L3Ma, 06:57–08:17, 1str, 17)

T3: Yes, that [asking the question] is such an unpleasant manner. Exactly! 
That’s true. That is quite in some way … how could I say it…? A little 
bit crooked way to make it clear in a way that I know, that you are doing 
something else there. The smart…, or of course all these students know 
it already. Then they feverishly try to get along with that situation, 
with sweat and blood. J They don’t have any other chance. (T3L4Ma, 
04:47–05:36, 4str, 256)

T3: And not especially this [is my way to say straight for them], what I have 
required them to think about or expected that they deliberate on it, so 
no. There’s no reason for it. No, and I won’t do it otherwise. I really 
don’t say it; I don’t act in a way that I would tell it directly for them. Be-
cause there is that also, that a right answer would always come from me 
or somehow. And it isn’t correct, so they shouldn’t be guided to it. That 
I would know it. Always or even sometimes. (T3L5BFi, 16:30–17:18, 
5Bstr, 358)
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STUDENT

Under this main category I put one upper category, student’s pedagogical au-
thority, which has some subcategories under it as well.

6.2.3.2 Student’s Pedagogical Authority

This upper category is named student’s pedagogical authority because of the 
nature of its three subcategories: student’s self-direction (92 codings), student’s 
responsibility (59 codings) and student’s argumentation ability (7 codings).

Student’s Self-Direction. Teacher 3 emphasises a student’s active role in the 
promotion of her or his studying and learning. She thinks that it is very impor-
tant that the students plan, implement and evaluate their own work by them-
selves and she mentions that students’ learning also happens as a consequence 
of their independent working. Teacher 3 says that students succeed well in their 
self-directed studying, although there might be some big challenges as well. It 
is essential, that she as a teacher trusts her students.

T3: No, when we are working with computers I never worked with stu-
dent’s computer. If he has a keyboard in front of him and he has his 
works and things there, so I never go there. Not even then, when they 
practised during the third or fourth grade, so I didn’t say that “Let me 
show you.” or that “It goes this way.” I’ve never done that. (T3L2Sc, 
21:44–23:08, 2str, 89)

T3: They [Student1 and the other boys] stayed there, that… They stayed 
there to think about next, that how they would illustrate… Or how they 
would concretize those small parts of the countries there. And it has 
remained there, that they have already done it. They decided there, they 
just invented, that they will put the fl ag and then name of the country 
and price. And they are so motivated in it, that after our lessons they 
stayed here to do it. They have already done it. When they invented the 
idea, they immediately started to work with it. (T3L2Sc, 50:41–55:30, 
2str, 142)

T3: Well these for example feels like, that I can maybe already think these 
for the older students, that they… I think that they internalize it better 
then, that where we are going or that how they themselves… [when I 
clarify the wholeness of Finnish mother tongue studies] How do I take 
this period and how do I here… So, that somehow they are able to lo-
cate that one forty fi ve-minute lesson to the larger wholeness in order 
to see their own thinking and learning there. Or that where it belongs. 
Maybe…(T3L5AFi, 00:00–00:15, 5Astr, 286)

T3: These are their own work [and I don’t go to dictate it]. They have… 
They do the planning, working by themselves… I think that I don’t 
have any right to interfere in the structure of their work. It would be 
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unfair, that I would ask them to create some game by themselves and 
invent a good idea, and then I would determine them to do something in 
it in some way. (T3L6ASc, 16:07–18:14, 6Astr, 373)

T3: Well, he [Student13] has to do that work. That I just try to push him 
forward, that he could get started with it a little bit. Well, yes now when 
he is doing it for the fi rst time, so then he’s able to do all the rest after 
it. And then he cuts whole that paperboard there and with the same... 
I think that he doesn’t have any experience of cutting with a cutting 
machine. He hasn’t cut with it before, so I give him instructions about 
the ruler of the machine. So that he learns to cut then and it goes on very 
well then. He has put that brake there, but…(T3L6ASc, 21:08–26:01, 
6Astr, 383)

Student’s Responsibility. It is important that the students understand their own 
responsibility. Teacher 3 mentions that the students are responsible for their 
tasks in different phases and their completion as well. She says that the stu-
dents have to learn to make the decisions and be liable for them also in un-
pleasant and tricky situations. Teacher 3 emphasises the importance of giving 
true responsibility to the students.

T3: The reason [why I noticed the missing exercise papers and commented 
on it] was that in my opinion it was such a big mistake in this phase of 
the mathematics period, and a six-grader understands that she or he has 
done it. In other words, somehow I feel that there are some things that 
should be taken care of very well, and if I have mentioned clearly about 
it, so then I can appeal to it, that you are, you should have been more 
careful here with this. (T1L3Ma, 06:57–08:17, 1str, 4)

T3: I wanted, that she [Student26] remembered what we have discussed 
before, that… That what is good for her at this moment. To appeal to 
it, what she herself has said to me, that she would feel, that she wants 
to be here in the front part of the classroom. (T3L3Ma, 14:56–15:16, 
3str, 191)

T3: And [I can’t] say, that you do this game board and you do this and 
you can write these cards. Because it doesn’t belong to this case, that I 
would dictate their work. (T3L6ASc, 16:07–18:14, 6Astr, 372)

T3: Also that [that I leave the boys to work independently with their games 
despite our busyness] comes from a very, very long, four years experi-
ence, and knowing the students. That I know those students. That what 
is it, who is it about. That… that I know those boys so well in a way, 
and I know and trust that they know how work proceeds. And they don’t 
need me there. My guidance at this moment would have been totally, 
totally unnecessary. Or even negative. (T3L6ASc, 19:53–21:07, 6Astr, 
379)

T3: I’ve not [taken any attitude to the boys’ comments]. Because their game 
idea is totally different than the other students’, and they themselves are 
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experts with the role games, so somehow I believe that they have such; 
such a rational thought about it, that how much of it [violence] there re-
ally is. I don’t really… I don’t believe that they have any problem there 
to outline it reasonably. That’s why I don’t take any attitude. (T3L6BSc, 
05:15–05:45, 6Bstr, 415)

Student’s Argumentation Ability. Teacher 3 connects clearly to a student’s abil-
ity to justify her or his viewpoints and decisions with student’s self-direction 
and student’s responsibility. She thinks that the student has to be able to fi nd 
reasonable grounds for her or his working.

T3: I wanted, that he [Student1] justifi es these alternatives [to the game], 
because… Even I didn’t understand, that how do I move there, so I 
wanted him to explain it. (T3L2Sc, 50:41–55:30, 2str, 132)

T3: Well, there Student21 and Student23 think about those, when they have 
that role-game and there is that violence a little bit, so they clearly hesi-
tate with it. It makes them feel uneasy, that how much of it could be 
there. And I have said nothing to it, that “It shouldn’t be there!” or 
that… I’ve not taken any attitude to it. And they have thought aloud 
about it many times during this day and tried to discuss with me about 
it, that how it, when there’s that… Or according to the plot of the game, 
it should be there. And I’ve not given any answer to them about it. Just 
only there, that how… Well, think about it by yourself, when this is 
this kind of Asia studying game and so on, so what would be in your 
opinion... So maybe they assume of course, that it shouldn’t be there 
very much. Then we discuss about it during the lunch, so they think 
that there is “The Third World War”, so it has to be there. Then I said, 
“Of course there has to be, if this is the situation there.” So then they 
somehow realize that they don’t have to eliminate it away from there. 
But then they tease me with all kinds of… They say there from time 
to time, that “Yes…” What did Student23 say so overconfi dently, that 
“We study how to kill some people.” and some other things like that. 
(T3L6BSc, 05:15–05:45, 6Bstr, 412)

CONTENT

I structured only one upper category, noticing nature of content (29 codings), 
under this main category.

6.2.3.3 Noticing Nature of Content

Teacher 3 mentions, that it is important to bring out the nature of the studied 
content in her teaching. She sees that the nature of the content has infl uences 
on the teaching methods and modes used. In Teacher 3’s opinion, the challeng-
ing content sets demands for students’ thinking as well.
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T3: [I made a decision that the exercises were to be done in notebooks.] 
Because otherwise they would have been doing nothing for 45 minutes 
during the lesson. And they wouldn’t have been able to do anything else 
there. Or it wouldn’t have been reasonable, because these were revision 
exercises, so I could have said that well, revise these things from your 
own books, but… But I still saw it from the viewpoint of the structure 
of the lesson, when we clearly had a two-phase double lesson here. So, 
fi rst here was an extremely strict teacher-directed phase, in which it was 
important that all the students together followed my teaching. Because 
all the examples were in these exercises, which will be in tomorrow’s 
test as well. (T1L3Ma, 06:57–08:17, 1str, 20)

T3: [In a way, this exercise belongs to the other period, but I wanted to take 
it up here and discuss about it.] Just maybe, because somehow I feel, 
that this kind of quick application in one exercise to some other con-
text, for example to the decimals, would be just like what mathematics 
should be. So, all of this is a coherent area of application that will be 
used in a best possible way. And especially, if they could already divide 
this, take the tools from different boxes and combine them. (T3L1Ma, 
19:52–23:20, 1str, 51)

T3: And I just thought that a monsoon climate, for example, would be such, 
that it would be important, that students would understand the interde-
pendencies of these kinds of large scientifi c phenomenon. So, maybe 
I wouldn’t offer them only a book and say “Look at monsoon there.” 
(T3L2Sc, 40:56–42–44, 2str, 120)

PEDAGOGICAL RELATION

There are two upper categories under this main category: teacher’s manners 
and habits and teacher’s tactfulness. It is interesting to notice, that in general, 
they both are mainly positively focused on the students.

6.2.3.4 Teacher’s Manners and Habits

Based on Teacher 3’s data, I defi ned six subcategories under this upper cat-
egory. The subcategories were named as follows: allowing student’s opinions 
(31 codings); noticing student’s working (23 codings); using student’s peer 
group support (20 codings); supporting student’s self-confi dence (16 codings); 
allowing mistakes (13 codings) and allowing student’s individuality (38 cod-
ings).

Allowing Student’s Opinions. Teacher 3 says that it is important to allow the 
students to present their views concerning everyday issues in school. She 
thinks that the students have the right to express their views about the common 
rules of the class. She also permits the students to comment on the contents 
of the lessons, teacher’s actions and even her mistakes. Teacher 3 emphasises 
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students’ possibilities to interact in the classroom, and she thinks that it encour-
ages them to discuss their own schoolwork as well.

T3: [I took up the case considering the cancellation of some lessons, short-
ening of days and replacing extra-lessons.] Because Student21 ques-
tioned it by saying, that “One of A-group’s lessons is cancelled, so does 
the B-group have their lesson?” So I wanted to make it clear for him 
that I know, when some lessons have been cancelled and from whom, 
and I’ll take care that both groups have equal amount of the lessons. 
So, he doesn’t have to take care of it at all. (T3L1Ma, 04:50–05:37, 
1str, 7)

T3: I thought that it [stupid rules] was said really smartly, because the ba-
sic idea in the game is quite simple. And I had thought that it would 
be good, if somebody would comment on it somehow or… something 
would appear. They present really often some ideas to develop this and 
that and what is the... But still, they realised that what was the idea 
there. So, only those three things are practised there, and in a way, it is 
only such mechanical practising. The things are just said aloud. This is 
really like the games in the fi rst or second grade, in which you always 
say only, continue it. And that’s why it is really a basic game and really 
a simple game for them. But then its idea still functioned, and they start-
ed to play it nicely. And indeed… Yes, that extension there, that… I still 
tried to say, that “So, then you just comment that it is this.” (T3L4Ma, 
13:59–14:58, 4str, 259)

T3: [We talk about the Asia-game, because] They are so motivated to do it. 
So, they really want to do it, and then we discussed yesterday, that we’ll 
do the game during some Finnish mother tongue lessons. So they asked 
if this lesson could possibly be such. They recalled our discussion yes-
terday, that… That the idea was that we might use some Finnish mother 
tongue lessons for the game. (T3L5AFi, 00:00–00:15, 5Astr, 282)

Noticing Student’s Working. Teacher 3 thinks that it is essential to notice the 
different phases in student’s exercises or project work, and the student’s own 
ideas should be regarded seriously as well. It is especially important to notice 
those students who have diffi culties with their work.

T3: Somehow [it was important to go to the boys there], so that they’ll get 
an assertive beginning to their planning, that… Or that I notice them, 
because they were not in place. So, that if I had just left them alone 
there, that “Well, you should just start doing, just do it.”, so somehow 
they wouldn’t get a feeling, that “Does she remember, that we were not 
here last time, and maybe she doesn’t remember, that we’ve not started 
at all.” And they are this kind of nice, nice boys, so they could have 
become a little bit distressed, that “Does she assume now, that we just 
here…?” And I trust that they can do it, but somehow I proved to them 
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that I know that they have not started yet. They were in that moment 
right now. (T3L2Sc, 06:05–06:33, 2str, 68)

T3: Certainly he [Student11] doesn’t ask me and doesn’t ask me to help. 
And isn’t active towards the teacher in any case. And then… But he 
looks kindly at me, when I go there. So he’s not negative with it, that… 
That I’m there. But somehow I feel, that he doesn’t ask it very often by 
himself. And there was such a situation, for example, that he had done 
it, but he hadn’t found completely everything from there. And then we 
searched for some details together from there. (T3L5AFi, 40:31–40:03, 
5Astr, 338)

T3: Yes [I praise the girls’ progress]. Well, I still refer to the previous event, 
when there was their deliberation so much that how this has proceeded 
and what has been with us… We have done it poorly now and so on. 
So that they will understand, that my encouragement is sincere, that 
they really have been active with their work. (T3L6BSc, 07:07–09:22, 
6Bstr, 417)

Using Student’s Peer Group Support. According to Teacher 3, it is necessary 
to utilize students’ mutual support in diffi cult tasks and problematic exercises. 
The students’ collective work in correcting mistakes is especially useful. She 
mentions that students are able to make use of each others’ insights, when they 
advise each other. In addition to these cognitive advantages, the peer group 
support is also otherwise pleasing for students themselves.

T3: I didn’t understand it at all, that what was it all about [when Student15 
thought that this amount of liquid would go inside the pot]. Or his 
thought about it I didn’t understand. It comes much later during this 
lesson. I understand what he thought. That is it enough. And Student20 
is the one, who comments on Student15 in some phase of the lesson by 
saying, that “Well Student15, if it had gone according to your thought, 
the instruction would have been, that is it enough.” (T3L1Ma, 17:47–
19:50, 1str, 39)

T3: I remember [the situation]. It didn’t go this way [that Student6 had 
understood the thing after the girls’ explanation]. Instead of that, Stu-
dent6 had got advice and thoughts from Student8 and Student10 and 
Student4, but he hadn’t understood them. She got the rule and the solu-
tion, but she was annoyed, because she didn’t understand it. She didn’t 
understand where it came from. (T3L3Ma, 03:33–03:57, 3str, 155)

Supporting Student’s Self-Confi dence. Teacher 3 mentions that students need 
the possibilities to prove their skilfulness and expertice. In the class, their an-
swers need to be valued sometimes and the phases in their working need to be 
confi rmed as well. Teacher 3 thinks that this reduces the students’ uncertainty 
and supports their self-confi dence.
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T3: [It was important that Student8 got the exercise done by herself.] Just 
it, that here in a way also my respect towards that person, from whom 
I’ve asked the answer. That she’s the one from whom it has been asked 
and she will answer to it. In other words in a way, if I had given the turn 
quickly for somebody else, I feel that I had shown disrespect towards 
her. “So aha, she couldn’t do it, so I’ll ask from someone who can.” 
And I certainly know that she is a student who can. This was such an 
exercise, and she knows also many others as well. Sometimes I give 
plenty of time to the students, even so, that they might feel, that it could 
be nice already, if I asked from someone else. But I don’t, because it 
feels important, that… I believe in it, that you can respond. (T3L1Ma, 
11:20–12:38, 1str, 27)

T3: And they [the girls] process that what they have done, and they say 
that, when I say that “You have done this really actively.” And it satis-
fi ed them, so that they understand, that they really are in a good phase. 
And they don’t have to become distressed about it at all. (T3L6ASc, 
38:23–41:56, 6Astr, 404)

Allowing Mistakes. In Teacher 3’s opinion, a classroom atmosphere that allows 
both teacher’s and students’ mistakes is absolutely important. She thinks that 
faults and slips can even be funny, and they can also relax the feeling during 
the lesson. But still, Teacher 3 thinks it necessary to avoid producing embar-
rassment for her students after their possible errors. In addition to this, Teacher 
3 strives to forget the students’ mistakes and to never remind her students about 
them again.

T3: Well, maybe just that [is funny for the students], that… Still there is 
always such a feeling, that “She [teacher] knows more than we do.” or 
“She somehow, she tries to be a little bit wiser there right now.” So then 
they notice that, that hah, just similar to us. So, like that her mistakes 
are just similar to our mistakes. So, it always produces the same result, 
that they suddenly come out from there, that “She is, she is like math-
ematics, that type. Just like she was mere mathematics.” And then they 
notice that “Oho!” And at the same time that small relaxation for their 
own thoughts, so that it’s not that same working all the time. (T3L3Ma, 
11:12–12:28, 3str, 178)

T3: [It was important to tell the girls that their work was proceeding very 
well.] Well, it was really desperate somehow, when they saw this that 
they have argued with each other during their working, so they felt that 
they had blundered during all their work. Or that somehow these small 
quarrels will be a terrible shadow over their whole work. So, they have 
survived and the work has proceeded. So, that they understand to pro-
portion it. Because I understand that Student4’s point just there, when 
Student6 has huffed and puffed there and… So she feels bad because of 
it. (T3L6ASc, 38:23–41:56, 6Astr, 405)
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Allowing Student’s Individuality. Teacher 3 thinks that her students have a right 
to bring out their personal characteristics in the class. She respects her students’ 
individuality and also strives to take it into account in her teaching as well.

T3: In an extremely detailed manner [we consider those paperboard cuttings 
and stuff like that]. It results from this student, because with somebody 
else it had been enough, if I had just opened the closet and said that 
choose from there. But if I had opened the closet for Student13 and said 
that take a look at those paperboards there, he would have been there 
for a really long time… He would have hung on the closet’s door or 
he would have done just this that he would have ended up somewhere 
else, as he does quite soon after I’ve gone away from the classroom. 
(T3L6ASc, 05:44–08:18, 6Astr, 365)

T3: Yes, this [my action with Student6] is really interesting. That actually 
I… During those lessons on Monday there was a similar situation. So 
then, I tried to comfort her and… That from where does it stem, that I 
think somehow, that I can… Maybe just because of that, that Student6 
is a little bit of an achiever. So, she has to struggle and acquit herself 
well. And a little bit of relaxation and looseness there of how the things 
go on. A little bit of fl exibility and such. So that she could also get a 
feeling of that kind of working and studying as well, so that every-
thing does not always have to be so extremely precise and as exact as 
it has been said. She performs these independent tasks just fi ne. And 
Student6, she has learned to do them. But then somehow these… Her 
being in a group generates these sometimes. She has quite a hard will, 
and then the others don’t necessarily accept all her suggestions. And 
then she’ll be hurt. (T3L6ASc, 29:38–35:18, 6Astr, 396)

6.2.3.5 Teacher’s Tactfulness

I defi ned only three subcategories under this upper category, and I named them 
as follows: maintaining positive atmosphere (41 codings); student’s patient 
guidance (15 guidance), and teacher’s spontaneous action (24 codings). As I 
have mentioned before, common to all these subcategories is their momentary 
nature.

Maintaining Positive Atmosphere. Teacher 3 emphasises the importance of a 
positive atmosphere in her class. She as a teacher takes her teaching positively 
and is optimistic when she guides the students’ working. Teacher 3 mentions 
that the experiences of success are necessary for the students during their stud-
ying. In addition to this, she as a teacher tries to infl uence the students and 
reduce teasing and confl icts between them.

T3: Especially in mathematics lessons I notice, that there are clearly a little 
bit more of them [humour things] than during the other lessons. Maybe 
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because of the nature of this subject, that it is quite mechanical and frig-
id somehow. So, such unintended and intended humour is included in 
it, that they notice. And for example, a mental arithmetics situation, that 
is really serious and silent, and we do ten exercises in our notebooks, so 
these kinds of little jokes might often come up there, that is really nice 
for all of us to relax that maths. That unfortunately is, in my opinion, 
quite theoretical in this phase of the sixth grade. And also those blocks 
have been taken away and there is not that fun that there has been dur-
ing the lower grades. That, maybe just to fi ll this kind of barrenness in 
this way. So, that kind of nice atmosphere relieves mathematics classes. 
(T3L3Ma, 11:12–12:28, 3str, 182)

T3: [I show that a teacher-directed way of teaching is one possibility] By 
still being optimistic and positive somehow. And then I also like these 
lessons, because some things concerning the Finnish language, lan-
guages in general and other things as well come up here. And somehow, 
we also achieve such a controlled discussion in the class, in which… To 
which they participate in with quite a guided manner. It is well suited 
to this real linguistic analysis. That there come up some glimpses of 
that, that… They really start to think about the nature of the language 
and things like that. So, it has been separated from all the other parts 
of the Finnish mother tongue. These lessons here are clearly language 
teaching. And then those expression lessons and literature lessons, and 
others. That they are then. I’ve liked this system; that is a clear package 
for them. (T3L5AFi, 00:00–00:15, 5Astr, 291)

T3: [I noticed that Student6 is distressed when] She was already totally like 
”I don’t understand these!” Because she doesn’t… She doesn’t know 
what she has to do there. And I try to relax her somehow many times, 
that “You don’t have to. Just read them only. Here is nothing that you 
should achieve or somehow, or that you should know how to change 
these to be correct ones. Here is nothing like that right now.” (T3L5BFi, 
03:22–05:28, 5Bstr, 344)

Student’s Patient Guidance. Teacher 3 mentions that her peaceful and patient 
action in guiding the students is necessary. When she meets a frustrated and 
displeased student, it makes her act even more patiently. Her patient actions 
calm students down and affect them in a promising way.

T3: Well then [if the answer to the questions can’t be found quickly] he 
[Student7] will get more angry and then he’ll also disturb the others 
with his anger. But if I peacefully, but effectively manage to give a 
comprehensive answer to him to some just like this… Someone could 
have thought there, that “What does it matter that what sports we will 
have tomorrow?” or that “It is a tomorrow’s issue.” or something like 
this. But when I know him and know that it’s better to give as compre-
hensive an answer as possible, so that he will calm down. Because, he’s 
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a child, who has to have those bricks in a very clear order. (T3L3Ma, 
26:31–26:57, 3str, 202)

T3: Yes [I went to help the girls again]. They had such a situation there, 
that a wrinkle in the plastic had formed in the middle of their game 
board J, and now then… There I make it by myself that I take it [the 
plastic] off from the game board. I thought there that should I say them 
that “Take it away from there.”, but again, the things have gone wrong 
with Student6… She is really angry there. She doesn’t say anything, but 
she’s truly serious. I thought that it’s better that I… That she wouldn’t 
do more bad things there. So I really did it… by myself. (T3L6ASc, 
38:23-41:56, 6Astr, 399)

Teacher’s Spontaneous Action. Teacher 3 mentions that she has to have surpris-
ing extra backup plans for her lessons. She thinks that sometimes it is neces-
sary to make spontaneous and quick decisions during the lesson in order to 
make them succeed. Occasionally she may improvise the contents of the les-
son. Teacher 3 says that she as a teacher has to stay calm, although the surpris-
ing action during the lessons is required from time to time.

T3: Well, it’s really surprising [that I made a decision that those students, 
who don’t have the exercise paper will do the exercises in their note-
book], because this was the fi rst time for example, when we did like 
this. Normally I have a so called stack of extra exercise papers, from 
which I have given new papers for them. And actually, I’m searching 
for it, you can see that I’m searching like this, that where is the stack 
of extra papers. But there was no stack of extra papers, because some 
students had already taken the papers from there. In other words, they 
had left the original ones at home. So, I didn’t have that stack of extra 
papers, so it was actually the only possibility, because… Because sit-
ting there without doing nothing now wouldn’t have been especially 
reasonable. So then, then I thought that here… Well it was also true, 
that there were so competent boys in this group, who hadn’t done, so I 
assumed that they could directly write down the mathematics exercises 
from the blackboard and calculate them immediately in their notebooks 
as it happened. So, they wrote them down, did the exercises directly 
and not only, that they would have written the answers. So they got the 
advantage very well, just like they had had the exercise paper in front 
of them. (T1L3Ma, 06:57–08:17, 1str, 22)

T3: So this is just that… That those [details] come then from somewhere 
there, when you haven’t… I don’t… That I don’t do anything, I don’t 
plan beforehand that what I’ll say during these lessons. And otherwise 
I don’t plan my sayings beforehand, but I mean that I don’t go through 
them in detail, that what kind of different things include in verbs. But 
instead, it’s a little bit like, that they come from here then, so then it 
goes easily so, that also these other details come from there, that… Aha, 
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here is also this kind of detail and then you take it there. I often think 
there during the lesson, that I won’t take this here anymore. For exam-
ple, here I remembered just this, that the word “pluperfect” comes from 
the French language, so I thought that it could help those French readers 
in my class, that where does the “pluperfect” come from. Because it is 
quite a stupid word in Finnish and these names of the tenses and others 
are quite diffi cult. But all of these are such small details, that I myself 
should be able to control and not to say them, or then I could say them. 
But somehow, I really don’t think about them… I just trust that I know 
what is needed to know about them, and sometimes I feel that it is… It 
can go away off my hands, and I could go too deeply into some little 
detail. (T3L5AFi, 19:46–21:16, 5Astr, 304)

TEACHER’S RELATION TO CONTENT

Under this main category I located one upper category, handling of content of 
teaching, and it is clarifi ed more specifi cally below.

6.2.3.6 Handling of Content of Teaching

I formed two subcategories under this upper category from Teacher 3’s data. I 
headlined them as systematic handling of content of teaching (22 codings) and 
specifying details of content of teaching (36 codings). As their locations and 
headings show, they both relate closely to Teacher 3’s efforts to maintain her 
relation to content.

Systematic Handling of Content of Teaching. Teacher 3 says that the content of 
teaching has to be connected in one way or another with what has been previ-
ously taught and studied issues. She utilizes the reasonable and essential ques-
tions in handling the content systematically. She mentions that sometimes it is 
reasonable to bypass the unessential issues in the content in order to maintain 
consistence in her teaching. Teacher 3 thinks that the foundations and back-
grounds of the contents have to be explained to the students in order to be sure 
of their understanding. Sometimes it is necessary to repeat the content briefl y 
to check that students have acquired it.

T3: Surprisingly few students still knew it [the connection between fractions 
and decimals] totally ex tempore. It might be that they are so strongly in 
that fraction world, that these decimals are totally something else again, 
that doesn’t belong here at all. We haven’t handled that connection in 
this year or in this fraction phase at all. And then it came here in this 
exercise surprisingly, which was, in my opinion, somehow illogically 
done by the authors, because it could have been left to the last phase as 
well. Or here. To confuse in vain. But on the other hand, this was such a 
fraction, and I assume that the answer to it could be found. And fi nally it 
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was found. Or Student6 is the only one who raises her hand. (T3L1Ma, 
19:52–23:20, 1str, 47)

T3: Mmm… The reason for it [why I justifi ed that we’ll not do the game 
in this lesson today] was that… I also think that it’s important to know, 
that why these will be clarifi ed so thoroughly now. And we continue 
these parts of speech to the end. So that they are able to understand, 
that this is a part of that wholeness, that we have continued. And these 
Finnish mother tongue lessons have been so spread out during several 
weeks. For some reasons they are, they have been because of different 
things, they have been lacking and everything else. So this phase of 
parts of speech has been really long somehow. (T3L5AFi, 00:00–00:15, 
5Astr, 284)

Specifying Details of Content of Teaching. Teacher 3 thinks that when the de-
tails of the content of teaching are specifi ed, it is also necessary to focus on 
the central aims and the core concepts in her teaching. She mentions that the 
content should be defi ned reasonably, so that it is possible to particularize its 
details. Teacher 3 says that the clarifi cation of the details makes the wholeness 
of the content of teaching clearer and vice versa.

T3: [I don’t say it directly to Student15 that his answer is wrong, but I start 
to ask questions.] So that I could have some idea of it that why he thinks 
so strongly that it will go in there. That it has to originate from some-
where. And he has counted convertion totally correctly and has got this 
result. And I try to focus his attention to 1/6, but I perceive from him, 
that still he doesn’t, although he sees that 1 1/6. What does he say? He 
says something that “Yes, but I thought that one liter…” So, how did 
you think. Now he explains. J (T3L1Ma, 17:47–19:50, 1str, 43)

T3: [I walked over to Student15 because] Student15 asked where Bhutan 
is. And the same problem as Student6 had before, so it’s diffi cult to 
fi nd the same place from one’s own map, what is in atlas. So, it’s that 
glacier that Himalaya, so this is this that he could fi nd those places now, 
what is where in his own map and then there in the atlas. (T3L1Sc, 
26:22–28:09, 2str, 99)

T3: Well then, somehow [I asked them that “Is it a good studying game?”], 
so that they would remember to keep this, what is one of the aims of this 
game, that if, if there should be something educational about that thing 
or so. That how they are able to integrate this violence there in a way, 
that it would still be a studying game. That will probably be a little bit 
diffi cult. (T3L6BSc, 21:16–21:43, 6Bstr, 434)

DIDACTICAL RELATION

I divided the contents in main category didactical relation in two upper cat-
egories: creating preconditions of studying and promoting studying. As their 
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headings show, they focus on the beginning and on the later phases of students 
studying.

6.2.3.7 Creating Preconditions of Studying

The fi rst of these upper categories contains four subcategories, and I have head-
lined them as follows: predicting student’s working (9 codings); emphasising 
student’s individual interests (22 codings); clarifi cation of student’s phase of 
thinking (11 codings), and thoroughness of instructions (7 codings). I make 
them clearer in the next paragraphs.

Predicting Student’s Working. Teacher 3 mentions that she as a teacher has 
naturally the responsibility to make students’ work possible and prepare it in 
a proper way. On the one hand this means that she gives all the needed basic 
instructions concerning the tasks, and on the other hand this means that she 
provides all the materials that the students need in their working.

T3: The reason for it [that I put the date of the exam on the blackboard] 
was that I feel that all the students don’t catch the information about the 
dates of exams and the days of different happenings from my speech. 
And I didn’t put anything else on the blackboard, but just only that date 
of the exam, because I thought that it was just that essential thing that 
they would have asked immediately after I had told them about it. So 
probably somebody had asked that “When will we have the exam?”. 
So the message was there. Nobody asked, that “Oo, when will we de-
part for our excursion?” Because I knew that they will catch it from 
my speech anyway, because it is a more interesting thing, and they 
didn’t ask it. But I would assume that many of them make sure about 
these things that they know that they have to be in place, and this is an 
important thing. Although they had heard, they would like to be sure. 
(T3L1Ma, 02:05–03:32, 1str, 6)

T3: Generally we have here… They do lots of things independently, so 
almost always before they go on with their works, I ask them to let 
me know, what kind of equipment they will need, but what they are 
not able to fi nd from our class, so that I can bring those for them. Nor-
mally in the previous projects for example, when they have made his-
torical items or something else, so I’m able to predict their next phase. 
(T3L2Sc, 04:30–05:59, 06:34–06:56, 2str, 62)

Emphasising Student’s Individual Interests. Teacher 3 says that it would be 
absurd to give complete and fi nal answers to the students. Instead of this she 
emphasises, that she as a teacher has to raise the students’ interests towards the 
contents of teaching. This can be done by using some inspiring materials or by 
taking their personal preferences into account in teaching. Teacher 3 mentions 
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that students’ personal curiosity towards the contents of teaching is absolutely 
signifi cant.

T3: Maybe it [that I guided the boys to the books] is based on such thought, 
that only those things of which you are interested and of which you 
will be interested and fascinated, can bring you some will to learn or do 
more or investigate more. So in a way, when I offer different alterna-
tives, a student can take them but he can also be without taking them. 
I can’t offer them it, that their interest will be attached to India. I can 
offer those favourable surroundings, so that this will happen. It is a 
little bit different thing then, if we talk clearly about something which 
requires teacher’s… For example, during some of these Asia-lessons 
we will discuss the monsoon climate. So I assume that it is a thing that 
they don’t… Its functions and interactions are such, that it wouldn’t be 
an issue that they could understand by reading books only, its function 
or that phenomenon. It’s a little bit different thing than this that they 
search for facts and small experiential details of some countries. In one 
sense, the aim of the whole the Asia-phase is to get acquainted. Mainly 
the search for small detailed feelings belongs to it. And this is really… I 
have taken this really in this way, just like a project, that… Our Africa-
project was really large and broad, so the purpose of this is really an 
easier introduction to Asia. (T3L2Sc, 40:56–42–44, 2str, 119)

T3: I don’t believe that it’s possible to learn in a way, that a teacher says 
some thing. A teacher can say then, or repeat or conclude or make it 
sure somehow. They are really satisfi ed, if their exercises are confi rmed 
“Yes, it is in this way.” So then they have such… If there is not that indi-
vidually made part, it won’t be attached anywhere. It doesn’t have any 
meaning. But it, that they are really required to think that what should I 
do with this, will help them to remember it, that what’s it about. And to 
use just the same in the future. (T3L3Ma, 20:55–21:04, 3str, 195)

Clarifi cation of Student’s Phase of Thinking. Teacher 3 thinks it is very impor-
tant to fi nd out the path through which a student’s thinking has proceeded, so 
that it is possible to help her or him forward. She mentions that it is essential 
to clarify the background that is behind a student’s solution for some task. In 
Teacher 3’s opinion, this acquaintance with students’ thoughts can be done by 
asking them questions or by using simple drawings. Despite of the means to 
students’ thoughts, it still has to be done in order to promote their brainwork.

T3: First I tried, does he [Student7] remember, how it goes or is he clear 
about it. But then I helped him to remember what happens there, when 
he was multiplying denominator with that. And I noticed that he was 
seeing it as a division. So then I wanted to guide him quickly on the 
rails again. Well, here I could… Normally I do so that I let them re-
duce with whatever they want, and then I asked if it is still possible to 
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reduce and is it still possible to reduce and is it still possible. (T3L1Ma, 
24:17–26:37, 1str, 55)

T3: Just [I act in that way and ask about their working phase], because it 
remained open there in a way, when we talked before with those boys, 
that in which phase they are. And they decided to start working with 
it, which has it come true. That have they achieved what they have 
thought. And they are quite a bit in the middle of their work there. And 
how do they feel, is it proceeding and where. And Student7 has a rea-
son to come there. He is in that group, so he also wants to… He comes 
there independently… comes around… to listen that and... And there 
is a little moment and they are thinking. I ask the following phases 
from them, that what’s next then and how here and how now. How 
the game proceeds. So that… I’m able to hear their plans. (T3L6ASc, 
35:24–38:22, 6Astr, 398)

Thoroughness of Instructions. In addition to the previous preconditions of 
studying, Teacher 3 thinks that she has to be clear and thorough in her in-
structions that she gives for her students. She says that she often gives verbal 
information, and in addition to this, she writes it down on a blackboard. Some 
of the things she presents repeatedly, and she also makes sure that the students 
have understood them.

T3: We still start from there… I read it… Yes, I do this really often, that I 
read and then I also put those [instructions] on the blackboard. And then, 
of course, some of them have it before their eyes, not all. (T3L1Ma, 
17:47–19:50, 1str, 36)

T3: So they [the boys] didn’t know the schedule clear enough. They were 
relieved because of it [the clarifi cation of the schedule], and Student9 
said, “That’s good.” And they said, “We thought a little bit, that this 
couldn’t be in the way, that this should be ready immediately.” (T3L2Sc, 
34:20–36:21, 2str, 106)

6.2.3.8 Promoting Studying

This upper category consists of fi ve subcategories, which I have named as fol-
lows: direction of student’s thinking (69 codings); student’s thorough guidance 
(48 codings); emphasising students’ collaboration (29 codings); using literary 
teaching material (8 codings) and using illustrative teaching material (10 cod-
ings). Their headings describe them generally, and I present their contents in a 
more detailed way in the next paragraphs.

Direction of Student’s Thinking. Teacher 3 tells us that she strives to give the 
students some advice and instructions that direct and defi ne their thinking. She 
thinks it is very important to correct crucial mistakes in student’s thoughts, but 
she prefers to do it by asking questions, by arousing their personal interest and 
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by modeling the possible solutions. She says that directing a student’s thinking 
is highly personal, and her challenge there is to be thorough, but not to mess a 
student’s thinking at the same time.

T3: [I wanted to pass Student7’s misleading route, so that he won’t go there 
and I asked questions.] Mmm… Of course, I don’t think that they ben-
efi t from it that they go far to… Of course he had noticed or some-
one had commented, that “Not like this” or something. But maybe we 
were… The time was a crucial factor, we were there already. And on 
the other hand, Student7 was a crucial factor as well, that it was just 
Student7, who made that mistake that he quickly thought it wrongly. 
He thought that it was a division. So, if there had been such student, 
who clearly, who is totally confused that should he multiply or divide, 
and he wouldn’t have any idea that what is what, so then I could have 
tried to help him to fi nd it along the longer way, that why this is this. 
But he’s a boy who has grade nine in math, and he just… I saw from 
him that he just quickly… He didn’t realise that his turn will be next, 
and he quickly looked at the blackboard and tried to fi nd from there, 
like they are used to do, so that they could get it said quickly, their own 
one. To get out of that. So, that happened there that… I didn’t think it 
to be so important to bring it to that unessential route for a longer time. 
(T3L1Ma, 24:17–26:37, 1str, 59)

T3: [I try to guide them to think by my questions] So that they could delib-
erate on them by themselves. So that it would be their creative situa-
tion. I can only try to get them to invent something with my ideas. Or 
that then, that if I ask from them, so they could answer “No, we have 
thought it in this way.” or “We’ll do it like this.” So that I could get them 
to speak a little about their preliminary ideas that they have maybe, but 
the idea is that it is possible to talk about and deliberate all those pre-
liminary thoughts. And it’s possible to go to different directions. That 
somehow it’s possible to think in this phase that what they will do. Or 
in which phase the whole process is. And they seemed to be such boys, 
who wouldn’t like to talk about their preliminary ideas. They were si-
lent somehow and said, “Well, let’s see, and…” And they are ready 
to present more their ready projects, but that…(T3L2Sc, 34:20–36:21, 
2str, 109)

T3: [I proceed question by question because] Somehow I think that I have 
to follow that, what happens in their minds. According to it my ques-
tioning starts. Often in this kind of phase is a situation, that seems 
like a chaos for a discreet teacher, because… Surely, lots of different 
things happen there at the same time, and you are able to guide only 
one thought process at a time, because everyone’s process is original 
somehow. Here I have pairs, but still I feel that this is the most impor-
tant phase in this math lesson. This that… Student11 is grimacing here, 
and others are bustling, but despite of that. Probably they are groups 
that have achieved the fi nal solution, they are ready. But they stand 
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it and they have to stand it, so they can grimace here if they want to. 
(T3L3Ma, 04:05–05:52, 3str, 160)

T3: [When I try to turn a wheel and construct the girls’ thoughts, I observe] 
That they could understand their own thoughts. That none of my words 
aren’t such that will mess them or take them to wrong direction. And 
now, for example I go behind them, so that I’ll understand what they 
have drawn. So that they feel that we are looking at that issue from the 
same side, that... And especially Student22 is that kind of student that I 
really have to attach to her thoughts extremely peacefully. In an inten-
sive manner. (T3L3Ma, 05:54–10:07, 3str, 166)

T3: [I act like this] So that I won’t water it down, that he [Student21] was 
thinking about this, and… And, and clearly this issue went round and 
round in his head. He tried various different… Under no circumstances 
it’s not reasonable to interrupt that kind of thought work, that… Or not 
to show, that this is not important or that it is not worth thinking. But 
just on the contrary, that it is incredible, if somebody has such an ability 
to think analytically and deliberate regularities and other things. So it is 
the best what you can do. But just in that way that, you should go on; 
think more about it, and how you are able to go further. And encourage 
him, that this is just fi ne. But still without saying that “Good, very nice! 
This is very nice!” But somehow to leave it open, and that “Yes, okay. 
That is an interesting thing.” (T3L5AFi, 21:21–21:46, 5Astr, 310)

Student’s Thorough Guidance. Teacher 3 emphasises the importance of giving 
individual guidance to her students. She says that it is essential to guide the 
students in critical working and studying phases and also without interrup-
tion. She mentions that she should continue her assistance as long as a student 
in some way or another expresses that she or he understands and is able to 
continue independently. Sometimes it is necessary to help students in order 
to maintain their mood for studying and working and confi rm their abilities in 
remedial education.

T3: [I discuss with Student5 for quite a long time.] I want to fi nish that 
situation with this student, and I don’t want to interrupt it. He is only 
one student there. The other 25 students are doing something else there 
in the classroom at that moment, but normally I feel that I fi nish every 
single situation completely. A little bit later I do the same with the girls 
there, with Student22 and Student18. And I want to fi nish it completely, 
although I notice that also many other students might need my help 
in that situation as well. If the situation is extremely complicated so 
then I have to interrupt my help for an individual student and make a 
choice. Maybe help them further collectively. But here, for example, 
this problem was always… the discussion still proceeded somehow, so 
it was easy to start to guide some groups there. And then again, when 
it had been fi nished to the point, that… that they could proceed indi-
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vidually again, so they got guidance to their deliberation. (T3L3Ma, 
01:44–03:30, 3str, 146)

T3: Yes, this is one of those corresponding situations [when I spend time 
with one student]. And now you see. I’ve turned my back to the rest of 
the class and I work with one student only and the others do something 
else. So, it is such a conscious choice, that I want to act in this way. That 
I really use several minutes in order to clarify this thing with him only. 
(T3L3Ma, 31:21–36:21, 3str, 224)

T3: Actually I thought that I go there [to girls’ group] soon. I do this here 
fi rst with Student13 to such a phase that I can leave so that he don’t… 
So that he doesn’t feel it, that he’ll make a mistake immediately. If 
some mistakes will happen there, so his feeling to work will surely go 
down. That “Ääh, Nothing will come from here, and…” He doesn’t do 
anything special then, but he might leave his whole task and not to do 
it. (T3L6ASc, 21:08–26:01, 6Astr, 385)

T3: Actually I thought that… When that laminating machine warms up 
there, so I’ll be there because of them, that when they start to laminate 
those things, so I’ll show them how to start it. They can do it by them-
selves then. This fi rst has to be done together, so that they can see how 
it functions. And then the next one and they won’t need me there any 
more, when they are doing the next one. It’s enough that I’ve been there 
to see the fi rst one. I wait for it. (T3L6BSc, 07:07–09:22, 6Bstr, 419)

Emphasising Students’ Collaboration. Teacher 3 thinks that students’ coopera-
tion is very important. She mentions that when the students work together in 
a focused manner, they are able to share knowledge with each other, complete 
their studying tasks and fi nally reach the aims that have been set for their work-
ing. In Teacher 3’s opinion, the functioning and constructive cooperation is 
signifi cant especially for the pupils themselves.

T3: Yes, the boys’ working started to go on then. And it had been started 
without my being there, but like I said, my reason to go there was more 
a philosophical or a mental one. They started to do it immediately. And 
the nicest thing was that Student7 made those sketches on Friday, and 
I felt that he worked a little bit alone. And then these other boys, Stu-
dent11 and Student27 didn’t take him to their group… He didn’t want 
to go to that group, but there was not that, that “Well, okay come with 
us.” That is common for them quite often, but that, but I was happy 
then, that he had prepared himself for this Monday. And then, his group 
came a little bit later. (T3L2Sc, 06:05–06:33, 2str, 71)

T3: Maybe the reason for it [that I discussed about distribution of work with 
them] was, that they actually did just that, that I had thought there. That 
if it’s somehow unclear in their heads, so they could get started with 
their distribution of work. And, and somehow I pushed them to do that 
distribution, that they just a little bit later… They made this game board 
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a little bit passively, until one of them had invented this new way to 
divide the work in the group. In other words, they did it after some time 
by themselves. That is, of course, much better than it, that I had said, 
that you’ll do this and you’ll do that. I can’t, I can’t do it. (T3L6ASc, 
16:07–18:14, 6Astr, 371)

Using Literary Teaching Material. Teacher 3 tells that she often offers books 
and literal material in order to help students’ working in critical phases. In her 
opinion, the literal materials are pleasing for the students and they even raise 
their interest and motivation towards the studied issues.

T3: Well, I go to take two books for them [and try to help the boys to go on]. 
That… The fi rst was that “Luonnontutkija”, in which were some facts 
about India, when I saw that they had a map of India there. And the sec-
ond was a special handbook, that I will bring them a little bit later. So, 
they could think about their ideas through the books. How it is actually 
in India. (T3L2Sc, 40:56–42–44, 2str, 117)

T3: Student12 asks about some famous Indian place or something like 
this… And I suggest there something, but she has already invented 
them all that I propose. And then my knowledge fi nishes. I don’t have 
any other Indian places in my mind. Or actually they don’t fi t for her… 
She wasn’t satisfi ed with them, which I proposed. I think that I sug-
gested only that tiger park or something, but it didn’t… Then I remem-
bered that book, so I thought that maybe it could help her. She has some 
special vision in her mind about some place that she’s searching for. 
And I don’t have that same vision. That maybe she’ll fi nd it in the book. 
(T3L6BSc, 09:30–10:37, 6Bstr, 420)

Using Illustrative Teaching Material. In addition to literal material, Teacher 3 
thinks all kinds of illustrative materials—including self-made drawings—to 
be very important. She says that she uses illustrative teaching materials to pro-
mote a student’s understanding of the content that will be studied. Teacher 3 
says that the content of teaching does not restrict the use of this kind of mate-
rial; they can be used with many kinds of issues. She sees it also as a benefi t if 
some of her illustrative materials are already familiar to her students.

T3: That then they [students] would maybe need more tools for it. And ac-
tually I have thought that how could I concretely… for them… I think 
that we should make a small monsoon climate somewhere, like a mini-
ature model, because it requires something more to understand it than 
just a little browsing through a book or even reading a book. (T3L2Sc, 
40:56–42–44, 2str, 121)

T3: Well, we started here totally from zero and thought, that what is the 
relation between fractions and decimals. In other words, that [onion or 
skein] had to be unravelled from there, from the true beginning. Just 
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that kind of, just a concrete thought. In other words, we draw a half and 
then we think that how much it is in decimals. And then we draw ¼ and 
think how much it is. (T3L3Ma, 05:54–10:07, 3str, 168)

6.2.3.9 Conclusion of the Analysis of Contents of 
Teacher 3’s Tacit Pedagogical Knowing

It can be seen there are various contents in Teacher 3’s tacit pedagogical know-
ing. In Chapter 5 I mentioned that I made correlation examinations of Teacher 
3’s STR-data analysis. The correlations that appeared in the examination are 
presented in Table 9. For example, the correlations between the categories 
“Student’s Responsibility” and “Student’s Self-Direction” or between the cate-
gories “Maintaining Positive Atmosphere” and “Allowing Mistakes” are quite 
eye opening, as well as all the others. Both positive and negative correlations 
between the categories are interesting, and they clarify further the contents of 
the categories.

Table 9. The results of the correlation examination of Teacher 3’s STR-data analysis.

Category
1. Correlating 

Category
Other Correlating Categories

Teacher’s 
Pedagogical 
Authority

Direction of 
Student’s Think-
ing (-,126**)
Sig. ,007

Student’s Self-Direction (-,120*) Sig. ,010
Allowing Mistakes (,113*) Sig. ,016
Allowing Student’s Individuality (-,104*) Sig. ,027
Student’s Responsibility (,101*) Sig. ,031
Specifying Details of Content of Teaching
(-,101*) Sig. ,031

Student’s Self-
Direction

Student’s 
Responsibil-
ity (,196**)
Sig. ,000

Teacher’s Pedagogical Authority (-,120*) Sig. ,010
Allowing Student’s Individuality (-,113*) Sig. ,016
Supporting Student’s Self-Confi -
dence (-,097*) Sig. ,040
Teacher’s Spontaneous Action (-,095*) Sig. ,043
Student’s Patient Guidance (-,093*) Sig. ,047

Student’s Re-
sponsibility

Student’s 
Self-Direc-
tion (,196**)
Sig. ,000

Direction of Student’s Thinking (-,146**) Sig. ,002
Teacher’s Pedagogical Authority (,101*) Sig. ,031
Allowing Student’s Individuality (-,117*) Sig. ,013
Specifying Details of Content of Teaching
(-,114*) Sig. ,015
Student’s Argumentation Ability (,111*) Sig. ,018

Student’s 
Argumenta-
tion Ability

Student’s Re-
sponsibility 
(,111*) Sig. ,018

Direction of Student’s Thinking
(,096*) Sig. ,040

Noticing Nature 
of Content

Emphasising 
Student’s Indi-
vidual Interests
(,151**) 
Sig. ,001

Systematic Handling of Content of 
Teaching (,109*) Sig. ,021
Using Literary Teaching Material (,102*) Sig. ,030
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Allowing Stu-
dent’s Opinions

Direction of 
Student’s Think-
ing (-,115*)
Sig. ,014

Student’s Thorough Guidance
(-,093*) Sig. ,047

Noticing Stu-
dent’s Working

Allowing Mis-
takes (,141**) 
Sig ,003

Maintaining Positive Atmosphere (,137**) Sig. ,003
Supporting Student’s Self-
Confi dence (,119*) Sig.,011

Using Student’s 
Peer Group 
Support

Emphasising 
Students’ Col-
laboration
(,119*) Sig. ,011

Supporting 
Student’s Self-
Confi dence

Noticing Stu-
dent’s Working 
(,119*) Sig. ,011

Student’s Self-Direction (-,097*) Sig. ,040

Allowing 
Mistakes

Maintaining 
Positive Atmos-
phere (,314**) 
Sig. ,000

Noticing Student’s Working (,141**) Sig. ,003
Teacher’s Pedagogical Authority (,113*) Sig. ,016

Allowing 
Student’s In-
dividuality

Student’s 
Responsibility (-
,117*) Sig. ,013

Student’s Self-Direction (-,113*) Sig. ,016
Direction of Student’s Thinking (-,106*) Sig. ,024
Teacher’s Pedagogical Authority (-,104*) Sig. ,027

Maintaining 
Positive 
Atmosphere

Allowing Mis-
takes (,314**) 
Sig. ,000

Emphasising Students’ Collaboration
(,138**) Sig. ,003
Noticing Student’s Working (,137**) Sig. ,003
Direction of Student’s Thinking (-,112*) Sig. ,017
Specifying Details of Content of 
Teaching (-,093*) Sig. ,049

Student’s Pa-
tient Guidance

Teacher’s 
Spontaneous 
Action (,121**) 
Sig. ,010

Student’s Self-Direction (-,093*) Sig. ,047

Teacher’s Spon-
taneous Action

Systematic Han-
dling of Content 
of Teaching
(,176**) 
Sig. ,000

Student’s Patient Guidance (,121**) Sig. ,010
Direction of Student’s Thinking (-,100*) Sig. ,033
Student’s Self-Direction (-,095*) Sig. ,043

Systematic Han-
dling of Content 
of Teaching

Teacher’s 
Spontaneous 
Action (,176**) 
Sig. ,000

Noticing Nature of Content (,109*) Sig. ,021

Specifying De-
tails of Content 
of Teaching

Direction of Stu-
dent’s Thinking
(,193**) 
Sig. ,000

Using Illustrative Teaching Mate-
rial (,178**) Sig. ,000 
Student’s Responsibility (-,114*) Sig. ,015
Teacher’s Pedagogical Authority (-,101*) Sig. ,031
Maintaining Positive Atmosphere (-,093*) Sig. ,049

Predicting Stu-
dent’s Working

Thoroughness 
of Instructions 
(,110*) Sig. ,019
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Emphasising 
Student’s Indi-
vidual Interests

Using Liter-
ary Teaching 
Material
(,282**) 
Sig. ,000

Noticing Nature of Content (,151**) Sig. ,001
Using Illustrative Teaching Material (,106*) Sig. ,024

Clarifi cation of 
Student’s Phase 
of Thinking

Using Illustra-
tive Teaching 
Material
(,172**) 
Sig. ,000

Thoroughness 
of Instructions

Predicting Stu-
dent’s Working 
(,110*) Sig. ,019

Direction of Stu-
dent’s Thinking

Specifying De-
tails of Content 
of Teaching
(,193**) 
Sig. ,000

Student’s Responsibility (-,146**) Sig. ,002
Allowing Student’s Opinions (-,115*) Sig. ,014
Maintaining Positive Atmosphere (-,112*) Sig. ,017
Emphasising Students’ Collaboration 
(-,111*) Sig. ,018
Allowing Student’s Individuality (-,106*) Sig. ,024
Teacher’s Pedagogical Authority (-,126**) Sig. ,007
Teacher’s Spontaneous Action (-,100*) Sig. ,033
Student’s Argumentation Ability (,096*) Sig. ,040

Student’s Thor-
ough Guidance

Allowing 
Student’s Opin-
ions (-,093*) 
Sig. ,047

Emphasising 
Students’ Col-
laboration

Maintain-
ing Positive 
Atmosphere
(,138**) 
Sig. ,003

Using Student’s Peer Group Support (,119*) Sig. ,011
Direction of Student’s Thinking (-,111*) Sig. ,018

Using Liter-
ary Teaching 
Material

Emphasising 
Student’s Indi-
vidual Interests
(,282**) 
Sig. ,000

Noticing Nature of Content (,102*) Sig. ,030

Using Illustra-
tive Teaching 
Material

Specifying De-
tails of Content 
of Teaching
(,178**) 
Sig. ,000

Clarifi cation of Student’s Phase of 
Thinking (,172**) Sig. ,000
Emphasising Student’s Individual In-
terests (,106*) Sig. ,024

6.2.4 Teacher 4

As a result of the analysis, I structured Teacher 4’s STR-data under six main 
categories: teacher, student, content, pedagogical relation, teacher’s relation to 
content and didactical relation. The number of Teacher 4’s STR-data was 343 
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thought units, and the number of their codings was 712 codings. The classifi ca-
tion framework of Teacher 4’s STR-data analysis is presented in its wholeness 
in Appendix 12.

TEACHER

I structured one upper category, teacher’s pedagogical authority (53 codings), 
under this main category.

6.2.4.1 Teacher’s Pedagogical Authority

Teacher 4 mentions that an important element in his pedagogical authority is 
that he is present for his students. Naturally, he is responsible for the proceed-
ing of schoolwork in his class. Despite these responsibilities, teachers may 
also sometimes make mistakes in their work. He thinks that an equal interac-
tion and discussion are absolutely necessary between him and his students, but 
there are still differences between teacher’s and student’s roles. Teacher 4 is 
not a friend of his students and he does not need to court their favour, but still, 
he is not too distant in his interactions with them. He also emphasises that he 
respects his students and avoids reprimanding them publicly.

T4: Well no, I don’t [want to keep the discussion strictly to the issues dur-
ing the free phase of the lesson, but instead of it I allow the students to 
discuss more freely]. In my opinion, it is just still… Although I have... 
I think that I have a kind of professional role that is like, that I’d like to 
keep as such, that… that I… That I work here and this is my job and that 
you [students] are not my friends… and still I think like this. (T4L1Fig, 
30:15–30:50, 1str, 41)

T4: I mean that a kind of… I have no need to curry favour with the students 
or anything like this, but that these [informal discussions during the les-
son] are such little things then, during which it is clearly possible to… 
in a certain way to… such… how could I say… I mean that if a teacher 
remains distant, so such an inhuman feeling becomes there then. That 
“he is just like a kind of machine” -thinking. So then, it relieves that 
impression. (T4L1Fig, 30:15–30:50, 1str, 43)

T4: Well, one [reason for it that I don’t want to emphasise the students’ 
undone homework] is, that if I would start to make those students who 
have not done them feel guilty, so then they would stop raising their 
hands in those moments when I ask about the undone homework. And 
then I should take some more laborious checking procedures into use. 
Then, on the other hand, the message that I often give to the students 
is, that my knowledge and information do not disappear or my salary 
doesn’t go down, even if the students would totally refuse to study. That 
actually, it’s all the same to me. That they don’t go to school because 
of me. That if they themselves refuse to study, so it is, it’s then like, 
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the only person that you’ll tease with that is you yourself. This thought 
could sound a little bit like abandonment, but I see it more like, that 
I raise them towards their own responsibility. (T4L4Fi, 04:00–04:59, 
4str, 129)

STUDENT

One upper category, student’s pedagogical authority, is included in this main 
category.

6.2.4.2 Student’s Pedagogical Authority

Based on my analysis of Teacher 4’s data, I located two subcategories student’s 
activity (28 codings) and student’s responsibility (32 codings) under this upper 
category. I explain them in a more detailed way below.

Student’s Activity. Teacher 4 talks about the importance of students’ activeness 
in studying in general and says that students are especially enthusiastic, when 
he uses activating and student-centered teaching methods. He mentions that 
sometimes he allows the students to do some innovative experiments in their 
studying, although they might ignore the instructions that he has given them. 
Teacher 4 says that it is an important experience for the student herself or him-
self, if she or he is able to fi nd a solution to the study task or exercise through 
her or his own reasoning.

T4: Well, yes, yes [I deliberate together with the students and follow their 
working]. Okay, they do it against the instructions in that way. They 
have clearly a bigger drop of water than fi ve, that size of fi ve drops. 
But they have perceived a funny phenomenon there then. And I just 
communicate with my non-verbal communication to them, that it is 
okay then, just a funny thing, just okay. And I also thought by myself 
maybe, that maybe they have some point of insight here then. (T4L2Ph, 
27:45–28:00, 2str, 70)

T4: In my opinion, this is just good exercise in a way, that “Form a sen-
tence, in which you use a verb...” That verb comes to that sentence in 
any case. Then, on the other hand, when all the students are in on that 
quite well there and they are able to pick up the verbs then. One per-
fect tense comes there then, that causes some problems, but… (T4L7Fi, 
23:00–23:40, 7str, 271)

Student’s Responsibility. Teacher 4 mentions that students themselves are re-
sponsible for their studying, not only the teacher. It is essential, that the teacher 
guides the students to take responsibility gradually little by little. He thinks 
that the students have to understand to concentrate on studying during the les-
sons and to know how to behave at school without the teacher’s continuous re-
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marks. They have to take care of their exercises and homework, and it is clear 
that there are some consequences for their possible irresponsibility.

T4: Well no [I didn’t want to give a straight answer to the students, but we 
read it from the textbook], it doesn’t… There has been enough of my 
speaking again. And on the one hand, a little rap for them then, that 
“Hey, we just went this through”. And then on the other hand again, the 
textbook represents an authority in relation to teacher’s speaking. The 
idea then, that “The printed text is truth”. (T4L2Ph, 30:25–42:27, 2str, 
77)

T4: Somehow I don’t know that how I could get him [Student7] to do some 
school work to some extent, even because of his sense of duty. He 
comes to sit down through the days at school. (T4L4Fi, 33:46–35:36, 
4str, 152)

T4: I don’t [notice it particularly, that Student5 comes late], it… doesn’t… 
Again my idea is, that… If someone comes late, so he’s the one who 
misses most and anyone else shouldn’t miss anything because of him. 
That he has to start working like the others by interrupting them as little 
as possible. (T4L6Bg, 03:36–03:45, 6str, 209)

CONTENT

I put only one upper category—nature of the content—under this main cat-
egory.

6.2.4.3 Nature of Content

It was possible to structure just one subcategory, topicality of content (11 cod-
ings), under this upper category, and I clarify it next.

Topicality of Content. Teacher 4 says that it is very important to take current 
affairs and events around us into account in the contents of teaching, and the 
changes in the surrounding world have to be considered. He mentions that 
information in the textbooks is mostly outdated and often it has to be made cur-
rent. Almost every day he confronts some little bit of old information that he 
has to clarify for his students. Teacher 4 thinks that he is able to pick up some 
current topics from the media and make them immediately part of the content 
of his teaching.

T4: Well, yes she [Student4] read it [answer to my question] straight from 
the textbook, and somehow I felt that it didn’t open up for them, didn’t 
open up for them at all. And then I thought, started to think about it in 
that moment, that wait a minute, that it there is a little bit outmoded 
system. That it’s not like that anymore. (T4L1Fig, 07:47–08:53, 1str, 
11)
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T4: Well [I posed a detail from yesterday evening’s news, that relates to the 
issue of the lesson], because it was funny in my opinion. That it was 
like… Somehow I haven’t even thought about that issue in that way, 
and in the beginning when I listened to the news, I thought that this here 
is like; the feminists are at daggers drawn with others and so on. But 
then I started to think that on the other hand, why not. That on the other 
hand, they are just correct. And that it would be just nice then. And then 
that fi nal lightening [in the news] was especially successful then, that 
J. (T4L4Fi, 25:59–27:13, 4str, 142)

PEDAGOGICAL RELATION

Also in Teacher 4’s case, I located two upper categories under this main cat-
egory: teacher’s manners and habits, which are quite permanent qualities in 
teacher’s action and teacher’s tactfulness that is more momentary by nature.

6.2.4.4 Teacher’s Manners and Habits

I located three subcategories under this upper category and headlined them as 
follows: noticing student’s individuality (28 codings), allowing humour (15 
codings), and proper and clear intervention (24 codings).

Noticing Student’s Individuality. Teacher 4 sees the students’ individuality as 
richness and as everyday reality in his class. However, he mentions that some-
times it is necessary to smooth out students’ uniqueness in order to calm down 
the classroom situations. Teacher 4 says that based on his knowledge of his 
students, and of each situation as well as his ‘instinct’, he has to know what 
to demand, what to teach, how to guide, and how to remark about individual 
students. In his opinion, it is most important to take care of his weakest stu-
dents; the talented ones do well in any case. Some of students are sensitive to 
teacher’s feedback, so this has to be taken into account as well.

T4: It [that it is wise to let the student be alone in peace instead of repre-
hending him] is again… a system that comes from my experiences, 
that when you learn to know your class, so you’ll know, that you are 
able to reprehend some students almost quite a lot and it doesn’t make 
them sad in that way. But the other students then, they are extremely 
vulnerable to the feedback that is given in front of the whole class. And 
you have to be able to give it a little bit differently for each of them. 
And somehow you learn it as well… Also it comes without thinking. 
(T4L1Fig, 03:10–04:25, 1str, 2)

T4: Well, it is that knowing of my students [from which my wisdom to these 
disturbing situations with different students comes from]. You have to 
know what the student is able to receive, what can be demanded from 
her or him… Like Student5 for example, although he doesn’t have and 
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the offi cial diagnosis, I still treat him just as a basic troubled case and I 
know that I can’t demand extremely much from him. (T4L8Bg, 08:20–
09:12, 8str, 295)

Allowing Humour. Teacher 4 says that humour and impertinent comments 
are necessary in class from time to time, and these are allowed both from the 
teacher’s and from the students’ side. In his opinion, a little amount of humour 
lightens feelings during the lesson, and makes it easier to work there. Humour 
can also be a teacher’s means to awaken students’ interest in something. But 
still, the level of humour depends on the quality of the relation between teacher 
and students, and some students tolerate heavier comments than others.

T4: Well yes, yes J. It is… that [humorous question “Who permitted you 
to count with multiplication?” for Student6] is such like… to awake her 
attention somehow. That those who listen with only half an ear might 
prick up their ears as such… such an unusual comment is presented 
then. (T4L5Ma, 06:39–08:21, 5str, 170)

T4: Well… yes [an example that illustrated pronouns had to do with Stu-
dent5’s undone homework], It is such again like… a twinkle in my 
eyes. And I don’t believe… that again somehow, that when I said about 
that, that different students are able to deal with teacher’s humour in 
many various ways. (T4L7Fi, 06:41–08:23, 7str, 242)

Proper and Clear Intervention. Teacher 4 thinks that sometimes it is necessary 
to give straight instructions to the students, so that they stop their inappropriate 
behaviour in the classroom. The phase of lesson affects the teacher’s sensitive-
ness to interrupt a student’s action. He thinks that if his persuasion does not 
have an effect on students, he has to reprimand them. In addition to this, his 
sharp tone of voice increases the effi ciency of instructions. Nevertheless, the 
teacher’s remarks to the students have to be focused on their improper actions, 
but not to criticize them as people. Teacher 4 thinks that making continuous 
remarks on different kinds of things is insignifi cant, but if it is deliberated on 
and occurs rarely, it is effective.

T4: Well, [I walk over to Student5 because] there was… maybe Student5 
had a totally empty book, that maybe he hadn’t done any exercises at 
all. His time had gone on something else. And then again, instead of 
reprehending him for not doing anything, I return him back to the ac-
tual matters again. We just start to discuss about that mere mathematics 
then, we look at… With those actions I try to get him back to his work 
again. (T4L5Ma, 25:09–25:39, 5str, 186)

T4: But then, if there’s some sophistry then, so if you reply with a question, 
a counter question, to it, so then it is a never-ending swamp before you 
then. That yes, he always tries all the way and although a student would 
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go like this that… But because of it, so that the discussion passes away, 
I reply by totally ignoring it or with an ultra pertinent answer. (T4L6Bg, 
30:45–31:53, 6str, 231)

6.2.4.5 Teacher’s Tactfulness

This upper category contains four subcategories: discretion (21 codings); mas-
tering with gestures and expressions (34 codings); maintaining positive atmos-
phere (11 codings) and teacher’s spontaneous action (14 codings).

Discretion. Teacher 4 mentions that every time, when he comments on stu-
dents’ responses during the lesson, he deliberates on the students’ individual 
characteristics and tailors his statements to them. He does not use ironical or 
mocking comments in what he says to students. In the case of diffi cult exer-
cises, he often tells them about their quality, so that the students know how to 
approach them and how to think about the possible mistakes concerning them. 
Teacher 4 says that he does not emphasise any students’ mistakes publicly and 
does not talk about their learning diffi culties in the class. This is especially 
important with shy, sensitive, and introverted students.

T4: Yes [that student is sensitive to feedback], not at all like… I don’t be 
delighted to talk much about issues concerning him or his learning for 
example, when the other students are in the classroom and listening, 
that… (T4L1Fig, 03:10–04:25, 1str, 3)

T4: Yes well [I commented Student7’s writing that was like a list], Student7 
had listened the instructions badly, read the exercise badly or under-
stood it wrongly or not read it at all, and then he wrote that what the 
content of the letter could be. And he didn’t write the letter he should 
have written. Again that situation, I don’t want to emphasise his mis-
take very much in front of the other students. So again, a small com-
ment about it, but then I just throw over. (T4L1Fig, 32:52–33:25, 1str, 
47)

T4: And then on the other hand there [in students’ possibilities to correct 
their mistakes] is always a little bit, a kind of… I a certain way, I always 
think about the system of losing face. That okay, that if you are able to 
correct your mistakes by yourself, so then you won’t lose face. That… 
(T4L7Fi, 20:51–22:08, 7str, 270)

Mastering with Gestures and Expressions. Teacher 4 talks quite a lot about 
the use of gestures and nonverbal expressions in his class. He mentions that 
it is often more effective to guide students with his gaze than continuously 
remarking them verbally. He prefers to stay silent and look enraged instead of 
explaining the rules of appropriate behaviour to his students. Students often 
calm down when the teacher only looks at them and they concentrate on their 
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work when teacher goes besides them. Teacher 4 says that his gestures do not 
only express his negative disciplinary thoughts, but they also mediate his ap-
proval for students. He says that the students have to be trained to understand 
the meanings of his gestures, so that the management of the class is possible 
with them.

T4: It [that the students start to work as a result of teacher’s glance] is such, 
that it’s not obviousness; that you have to practice your class to it. So, 
that when the teacher is looking at me, so he also means something 
as well. So, when I got this class when they were third-graders, so it 
didn’t was just so effective… That my glance was not yet so effective 
then. That it has been only achieved just through practice. (T4L1Fig, 
15:21–15:30, 1str, 26)

T4: He was, Student5 was hiding behind this stuff there. I didn’t see there 
from my own place, so I just went to peep that what it is with him. And 
then again, my mere approaching was a message for these boys that 
their bad behaviour is not desired right now. (T4L2Ph, 17:05–17:40, 
2str, 60)

T4: No, no [I didn’t say anything to the students, but I just looked at them]. 
It is again like… The effectiveness of the speaking vanishes so quickly, 
so that’s why I avoid giving the rules always, if I’m only able to do it. 
(T4L5Ma, 30:50–31:02, 5str, 192)

Maintaining Positive Atmosphere. Teacher 4 mentions that an optimistic and 
encouraging atmosphere promotes students’ studying and also makes the 
teacher’s work easier. Informal interaction and dealings between teacher and 
students increase their school satisfaction, whereas negative messages and 
highlighting of their mistakes decrease it. Sometimes he has private discus-
sions with some students, with which he tries to affect their feelings concern-
ing school. Teacher 4 says that he tries to act in a way that students could 
manage and get on well with each other.

T4: Well yes then, then such a thing, that okay we [with the students] are 
able to get along with each other on such a… not so formal level as 
well, and it is still also such a thing that increases the students’ enjoy-
ment in the school and then on the other hand that… When there is a 
good relationship between a student and teacher, so on the other hand, it 
offers much better opportunities for a teacher to maintain that normal… 
[school work]. (T4L1Fig, 30:15–30:50, 1str, 42) 

T4: What I try there, is of course, that the disturbance caused by him would 
be as small as possible for the other students. (T4L8Bg, 08:20–09:12, 
8str, 299)
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Teacher’s Spontaneous Action. Teacher 4 deliberates on his unplanned actions 
during the lesson and is not able to tell, where these actions come from. But 
still, sometimes he has to change his lesson plan because of students’ reticence 
and silence, and to invent something else. He says that his teaching examples 
might be too diffi cult for students and he has to change them. Teacher 4 also 
mentions that in some cases it is reasonable to simplify the use of teaching 
materials, or to show some pictures to the students, so that the illustration of 
the issue in focus could be easily understood.

T4: I was in two minds about that there. I put out these kinds of teaching 
kits there, in which parts of that same experiment were as well. And I 
had thought a little bit, that shall I take them, but then there is that thing 
as well, that there would be too much of that equipment then. So, in 
that moment when we started with that experiment, I decided that we’ll 
make it with the stuff that I have in the closet. So that this packing and 
shambles won’t happen there then. (T4L2Ph, 19:42–20:21, 2str, 65)

T4: Yes [I changed quickly the example that I had written on the black-
board], it was because I, er, wanted to … I didn’t want it example be-
tween there yet, that the result will be zero. So, the fi rst exercise was 
an extremely simple on. No whole numbers will be formed up there. 
Here in the second one, the second exercise is then in which the whole 
numbers will be formed, but still the decimal will clearly stay there. 
(T4L5Ma, 15:36–17:12, 5str, 172)

TEACHER’S RELATION TO CONTENT

I located only one upper category—mastering content of teaching—under this 
main category. It describes Teacher 4’s relation to content of teaching.

6.2.4.6 Mastering Content of Teaching

This upper category contains three subcategories: thorough expertise of con-
tent of teaching (7 codings); clarifi cation of content of teaching (72 codings), 
and reviewing central concepts of content of teaching (65 codings).
Thorough Expertise of Content of Teaching. Teacher 4 thinks that it is impor-
tant to know the contents of teaching thoroughly, so that it is possible to teach 
and illustrate them relevantly to the students. He says that his own expertise 
comes from his own in-service training, continuous studying and reading of 
all kinds of research reports. Still, he mentions that he as a teacher does not 
deliver his knowledge as such for students, but it has to be formulated in some 
reasonable ways. Teacher 4 thinks that it is enough for the students that they 
study different things mainly as such; they are still so young that they do not 
often ask more profound mathematical grounds for arithmetic operations or 
other justifi cations of the contents of teaching.
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T4: Well, there is that then [when I defi ned that carbon dioxide]… I tried 
to summon up the previous lesson for them, because this is it what we 
handled the previous time, that which were the terms. What is then… 
We discussed, that helium and hydrogen are thinner elements and so 
then… So, that it goes terminologically correct and similarly as during 
the previous lesson. Well then, I started to think about then, that maybe 
we didn’t have this concept of a dense gas during our previous lesson. 
And then I thought there, what is the way now, in which I quickly can 
say it... Suddenly I noticed, that wait a moment, that this can lead to a 
too long monologue there then again, if I don’t formulate it a little bit 
there, that... (T4L2Ph, 08:29–11:56, 2str, 53)

T4: No, nobody asked a more detailed reasoning [for rounding a decimal] 
anymore. So it is… still in upper secondary school you are able to teach 
with mere rules. Nobody wants mathematical justifi cations there yet, 
that… (T4L3Mag, 06:08–09:43, 3str, 87)

Clarifi cation of Content of Teaching. Teacher 4 sees that sometimes it is neces-
sary to describe matters, which are diffi cult or too generally explained in text 
books, for students. On the other hand, teacher has to simplify and reduce 
the studied topics, so that students are able to understand the essential cores 
in them. In Teacher 4’s opinion, an excessive amount of details obstructs the 
students from understanding the main point. But still, the clarifi cation of con-
tent has to be in a little bit speculative manner, so that students do not get too 
simple or uncomplicated conceptions of things.

T4: I thought that my purposes go over the means [and I took a short cut a 
little bit when I explained a burning reaction]. So it is it, what I have 
said for student teachers as well. I say to them that it is it, from which 
you’ll get your salary. That you can tell a diffi cult thing in a way that it 
will be a simple one. So, an engineer is not able to do it. An engineer 
is able to do lots of other things, but she or he is not able to do that. J 
And that’s why I just have to take a short cut in that kind of situations 
sometimes, so that… Simplify the explanation. (T4tLPh, 08:29–11:56, 
2str, 56)

T4: Maybe again, it is somehow like… a kind of intuitive thought I have, 
that they have just enough to learn in this issue [in rounding the deci-
mals] without that as well. And it will confuse… again that “straighten 
the curves” -thinking in my mind. That I’ll portion out learning to such 
pieces that I think, that the students are easily able to, or like… Again, 
that where is the point of sight, when I think that three-quarters of the 
students will understand this issue by this teaching here. (T4L3Mag, 
06:08–09:43, 3str, 85)

T4: Yes, well then [when I got just one answer about birds’ feathering from 
the students] I thought that… That no, no, again I have to come closer to 
this issue from some other direction. And then I thought that we should 
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start with structural things and I talk about the structure of a beak. But 
then I noticed by myself, that no… That although that beak is apparent 
and similar and clearly a feature that connects these birds, it is still not 
extremely clear to the students after all. Or it’s not especially clear for 
anyone. That, wait a moment, it has a strong massive beak, yes, but 
then okay, that… I’m not still able to draw any deeper conclusions, so 
straight ones, there. (T4L6Bg, 09:42–11:45, 6str, 215)

T4: Yes [I specify the text and talk about a hedgehog’s dependency in rela-
tion to human beings]. Well… because it doesn’t appear in that text 
there. And it is still, in my opinion, when we talk about here, the phase 
is about animals in urban area, so quite a central fact about that hedge-
hog then. (T4L8Bg, 13:12–14:11, 8str, 301)

Reviewing Central Concepts of Content of Teaching. Teacher 4 thinks that it is 
possible to structure some study theme for students, when its central concepts 
are clarifi ed for them. It is important to consider central concepts in relation 
with wholeness and in relation with other concepts near them, so that students 
understand them. In order to clarify the various meanings of central concepts, 
it is reasonable to discuss their etymology and their appearance in different 
contexts. Teacher 4 emphasises the use of exact terminology in teaching the 
concepts. He also thinks that it is important, that conceptual structures start to 
build up in the students’ minds.

T4: So then that [reaction equation was written on the blackboard]… Well, 
this was again when we discussed about this, this premise of burning 
then or these elements and then that reaction equation. I think that it was 
done pretty well then, on students’ present level of understanding. Since 
the third grade we have, I have used those chemical symbols then, for 
example in biology then that… The chemical symbol of carbon dioxide 
is familiar to them and... That the reaction equation is just correct there, 
except for those wrong factors. And in my opinion, it’s not necessary 
to take, take those here. And I don’t assume that those children, chil-
dren could produce them in any exam. That it is only… such an aid in 
illustration there in that moment. Only teacher produces it. (T4L2Ph, 
03:22–06:25, 2str, 50)

T4: Yes [I took up the etymology of pronoun in Latin because] Well… actu-
ally I don’t understand very well, that why these Latin words have been 
taken into use in Finnish grammar. That, because all of them… A part 
of those Finnish grammar concepts have been a little bit funny, like the 
names for example, when there are these ”sisätulento” and ”ulko-olen-
to” and names like this. But still… they are still clear somehow. And 
then… I just use these old Finnish grammar concepts to some extent 
there. And then, that pronoun does not tell anything, the concept as 
such, so I took its translation there. I don’t assume that they would re-
member it extremely specifi cally, but still, that I’ll explain it, that what 
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does that word ”asemo” mean there. If I just say that ”asemosanat”, so 
it won’t tell anything for them either. (T4L7Fi, 06:41–08:23, 7str, 238)

T4: Well there [in Student8’s sentence “The men are painting a boat.”] was 
again, that because we are in Finnish mother tongue lesson, we take 
that formally correct word in use. So I have to remove these kinds of 
colloquialisms from the students’ speech here. Although it is fi ne during 
all the other lessons, but in this time when we handle these grammar 
issues here, so then we have to use… correct expressions. (T4L7Fi, 
20:51–22:08, 7str, 267)

T4: [I detailed a winter torpor by comparing it with winter sleep and cold 
torpor] So that they won’t be confused with them. So, that this win-
ter sleep… as there is that question about it, that which animals go to 
winter sleep, so it comes so straight from there [from students] then. 
(T4L8Bg, 20:14–24:37, 8str, 314)

T4: Maybe it [defi ning the concepts of winter sleep and winter torpor by 
using examples] has to do with this… I don’t know, I can’t say, that do 
I speak out my own… cognitive structures or is my thought here then, 
that this kind of cognitive structures should be formed into student’s 
mind. (T4L8Bg, 20:14–24:37, 8str, 327)

DIDACTICAL RELATION

Under this main category I located two upper categories: creating precondi-
tions of studying and promoting studying. The fi rst of the categories focuses 
mainly on the teacher’s actions in the beginning phase of students’ studying, 
whereas the second category focuses on the continuance of the process, as the 
headings of the categories show.

6.2.4.7 Creating Preconditions of Studying

Under this upper category I have located three subcategories, which I have 
named as follows: noticing student’s experiences (22 codings); emphasising 
interactivity of teaching (10 codings) and specifying instructions (43 codings). 
I explain their contents below.

Noticing Student’s Experiences. Teacher 4 says that he often asks for everyday 
observations and perceptions, which students have concerning themes being 
studied. It is important to consider the studied things in relation to the students’ 
everyday lives, so that they could understand better their meanings. Teacher 
4 thinks that when he inquires for students’ personal experiences, it often in-
creases their interest towards the studied topic. It is also important to notice, 
that personal experiences often call forth students’ emotions, and therefore 
they have an affect on remembering the studied themes.
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T4: Yes, it [focusing the students’ thoughts] is just it that I try to highlight 
the phenomenon that the form of drop in which we are used to is based 
on some perception. And okay, it comes from this quite a short mo-
ment. I also stopped to think, what really happens there? Why does our 
eye register just that really short moment and not something else? But 
that… So, I can’t explain it in a more detailed way. (T4L2Ph, 17:41–
19:03, 2str, 64)

T4: Well of course it [personal experience concerning the crows] matters… 
Because otherwise this is so boring and uninteresting theme, so that 
if… If it could be possible to increase their remembering or interest 
concerning the theme, that they have a personal experience of these 
birds there and also in some different way and not only, that they just 
see them there, so… Mm… It is an emotional situation, if your garbage 
bag has been spread around your garden. That… at least in my case, my 
feelings will surge then J. (T4L6Bg, 26:52–28:48, 6str, 227)

Emphasising Interactivity of Teaching. Teacher 4 emphasises the importance 
of continuous open and atmosphere for dialogue during lessons. The dialogi-
cal nature of teaching appears in discussions between teacher and students, but 
this interactivity is also maintained speechlessly. He thinks it reasonable that 
students proceed simultaneously in their tasks, because then it is easier to inter-
rupt them and complete instructions and things like that, if they are needed. In 
his opinion, it is appropriate to go on together in the studied issues and to check 
the exercises collectively, when everybody has got them ready.

T4: I don’t know [why I don’t want that the students proceed in their ex-
ercises freely in their own time]. It’s just; somehow I think it is more 
reasonable, that everybody does the same things at the same time. That 
of course then when comes that moment, that I interrupt their working. 
I start to teach this theme, so it is clearer then that everybody is in the 
same phase. Or from the viewpoint of checking the exercises. Now we 
check those exercises that you have just done, and not for example, that 
please take those exercises, that you have done, some of you maybe a 
month ago, some of you maybe a little before. (T4L1Fig, 06:26–06:42, 
1str, 8)

T4: Well yes, then something like this [students’ discussion concerning a 
TV-show yesterday]. These are those things again, by which a teacher 
creates contact with that group. That he presents to be interested in 
TV-show, which seems to be important for them. Despite my personal 
opinions about that TV-show, I still am interested and discuss it with 
students to some extent, and it can… It still again offers such a point 
for students in relation to the teacher, in which they are then able to dis-
cuss about that theme in a certain equal manner. And to practice those 
interaction skills and to establish that contact there then. (T4L1Fig, 
30:15–30:50, 1str, 40)
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Specifying Instructions. Teacher 4 mentions that instructions contribute deci-
sively to students’ working and to the quality of the outcomes of their studying. 
It is important to give exact instructions and advice to help students to succeed 
in their tasks. Teacher 4 says that sometimes students forget instructions and 
start to do things incorrectly. So then it is necessary to give some additional 
explanations to the instructions, so that students are able to continue with their 
work. Teacher 4 says that he is able to see from a student’s appearance, if she 
or he has understood instructions or not.

T4: Well yes [I commented on the way of going straight to the matters in 
students’ writings], there I had thought somehow, that they would em-
phasise more the fact, that relations between Lissu and director are not 
so formal that… A long break has been between them, so these fi rst 
writings here were so awkward somehow. I had the other group’s lesson 
after this lesson, so I gave them instructions here that “Take it into ac-
count that here is this kind of situation.” And then the tone of the letters 
was immediately totally different. (T4L1Fig, 31:42–32:51, 1str, 44)

T4: Yes [I specify the instructions for the students here], that is an impor-
tant advice, that would have been written in a card in research kit, but 
when I decided to abandon it, so now the advice, because I couldn’t 
perceive the situation so that I could have picked up that single piece of 
advice from there. That’s the reason why I forgot to take it here, that… 
(T4L2Ph, 20:27–21:51, 2str, 68)

T4: Yes, yes… It seemed to suit him [that I advise Student3 by reading the 
instruction of the exercise again]. J I still know the students in the way, 
that… I see it from their being somehow, that did they understand the 
advice or not. Many of them would be satisfi ed with that, that teacher 
says it, and then they go with their books without actually knowing 
almost anything. But somehow I just sense it, that yes; she or he will 
clarify exercises with this advice. (T4L3Mag, 17:28–17:51, 3str, 107)

T4: Yes, clearly [it helps the student that I split that exercise]. That it is 
still… There is still quite… Although this concept of decimal is familiar 
from previous years, so still then, that “Round to hundredth parts”, so 
it’s still such a piece of advice that is still diffi cult for them—at least for 
some of them—to understand directly. (T4L3Mag, 18:05–18:43, 3str, 
110)

6.2.4.8 Promoting Studying

I located fi ve subcategories under this upper category and named them in a 
way that it is possible to understand their contents by reading their headings. 
The following subcategories belong here: direction of student’s thinking (82 
codings); illustrating content of teaching (49 codings); guidance by asking 
questions (25 codings); maintaining student’s studying (16 codings) and ensur-
ing student’s understanding (50 codings).



Results 225

Direction of Student’s Thinking. Teacher 4 thinks it is very important to guide 
students to refl ect on things from different viewpoints, because it may start 
many other thought processes in them. It is not wise, that he as teacher would 
immediately slate students’ responses, but instead, it is more reasonable to 
deliberate on the origins of their thoughts and consider possible ways to guide 
their thinking. Teacher 4 thinks that when he encourages students to consider 
things, they start to understand variety and contradictions in things around 
us. It is essential to emphasise their understanding of things instead of their 
mere mechanical studying, and try to raise their thinking to a more conceptual 
level. Teacher 4 mentions, that he tries to support students thinking by divid-
ing things into smaller parts, or by giving examples. He also offers models or 
analogies to conduct their tasks, and speaks aloud his own thinking concerning 
some issues. He thinks that it is necessary to fi nd and correct possible errors in 
a student’s thinking, so that could end up with the right conclusion.

T4: Yes, to some extent, to some extent [my guidance to the new way of 
thinking in the textbook’s question helped the students]. Well, of course 
again, the level of their development doesn’t change immediately, but 
maybe some process started there in their minds. (T4L1Fig, 19:30–
19:59, 1str, 30)

T4: Yes [we deliberated on the concrete use of invalid sign in order to make 
the understanding of its meaning easier]. Yes well, it was. First I asked 
that on a general level, and I thought that if somebody would have been 
able to think about such there… Yes, when anyone couldn’t produce 
that more general level there, so then we searched for all the meanings 
for it. And then I thought that can I sum it up then somehow. And then, 
even I couldn’t put them all under the some same, the only one expla-
nation. So, at least three or four explanations should be left there then. 
(T4L4Fi, 16:32–19:16, 4str, 138)

T4: Well yes J, we discussed about it [Student7’s own way of doing the 
mathematics exercises] a little bit, that when I looked… Just the same 
thing once again, as when he has done his exercises totally wrong, so I 
tried to fi nd out that what is the way of thinking that was not been the 
correct one there. And then I saw, that aha, he has just started to attach 
these numbers mechanically together. And when I said it to him, that… 
But Student7 just thought in the way, that “Well, this felt just nice for 
me.” (T4L5Ma, 22:41–24:37, 5str, 181)

T4: The exercise was like 5*0,003. And somehow it didn’t… we had dis-
cussed about these things with hundredth parts and I though that okay, 
that the transfer effect to the thousandth parts would have been clear. 
But it wasn’t and then I had to clarify them for several students then. 
Although there is just the same that “Multiply fi rst without the comma 
there and then add enough zeros here then.” That aha, there are thou-
sandth parts, hundredth parts and tenth parts and wholes, and so on. But 
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because this wasn’t clarifi ed on the blackboard in the beginning, so it 
caused some problems. I went to say it to several students there, that… 
(T4L5Ma, 24:41–25:01, 5str, 184)

Illustrating Content of Teaching. In Teacher 4’s opinion, it is essential in il-
lustrating that it concretizes and clarifi es the content being studied in some 
way or another. It helps the students to understand abstract or diffi cult things. 
He thinks that it is important to illustrate the content of studying in a way that 
its important characteristics and elements appear. On the other hand, it is usual 
in illustrating that many other irrelevant things appear at the same time, so 
then students’ attention has to be focused on essential elements. Then he as a 
teacher has to be able to pass the insignifi cant details and emphasise the true 
content. Teacher 4 mentions that there are many different ways to illustrate the 
content of teaching, like with examples on the blackboard, with pictures in a 
textbook, with demonstrations, or with other illustrating materials.

T4: There [in the burning reaction] is that expansion of air because of the 
warm and then its cooling, formation of steam there, condensation of 
steam, then that formation of carbon dioxide. And now, I took a short 
cut from the truth there, that I emphasised the amount of formation of 
carbon dioxide here in this phenomenon, although it is just a small part 
of the wholeness then. (T4L2Ph, 08:29–11:56, 2str, 55)

T4: And then I deliberated on whether these illustration equipments still 
help there. And they helped them to understand that phenomenon [cap-
illary action], and then I thought that yes they help, and I’ll take them 
out. But the understanding at molecular level is also diffi cult. And then 
also when that model does not exactly correspond to the real water mol-
ecule, because it is oval. One end is charged positively, the other is 
charged negatively, so it is like a dipolic. And then again, fat molecules 
are not. And then again, these are the things that belong to upper sec-
ondary school physics. So, I don’t want to talk about them very much 
there then, then. And now I… that book gave this kind of… answer, 
that this triangular… are like triangular magnets or something like this, 
triangular like… I thought that we’ll follow it here then. (T4L2Ph, 
30:25–42:27, 2str, 79)

T4: So I didn’t have there, in none of those pictures, that type of beak clear-
ly [so we continued our discussion with the pictures in the textbook]. 
Water birds and waders and those raptors, but then just that… Then 
somebody said there, that also those crows have quite a small beak, 
so then we’ll look at it. There in the book was… in one picture a beak 
appeared nicely, but in two pictures of a crow and a magpie, no, of a 
jackdaw, it was impossible to see its beak. (T4L6Bg, 09:42–11:45, 6str, 
219)
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Guidance by Asking Questions. Teacher 4 mentions that he guides students 
themselves to think about the contents of studying by asking questions about 
them. He tries to avoid posing such questions that are too simple for students 
and that just check their detailed knowledge of some topic. It is more meaning-
ful to ask for students’ perceptions, experiences or arguments concerning some 
issues or events. Teacher 4 says that he presents some additional and easier 
questions for students, if he does not get satisfying and complete answers. He 
tries to use some other routes to clarify the topic being studied and tries to lead 
students forward with Socratic questions. He asks and facilitates gradually as 
long as the students are following the point.

T4: Well, yes that’s the style or manner [to ask an already presented ques-
tion again from the students]. I mean that if my question is too diffi cult, 
so then I have to reformulate it. I try to make it easier little by little, so 
they will understand it then. (T4L2Ph, 30:25–42:27, 2str, 73)

T4: Yes [I answer extremely correctly to Student5’s sophistry]… Some-
times I ignore them totally; sometimes I try to answer correctly like 
here now. Very often or often then, if there is some relevant question, 
so I try to answer it in a Socratic way with a counter question to it then. 
(T4L6Bg, 30:45–31:53, 6str, 229)

Maintaining Student’s Studying. Teacher 4 thinks that it is important to pro-
mote students’ studying all the time during lessons. He says that he follows 
students’ working continuously with many different ways and avoids leaving 
them without his support. He does not note or remark about all unessential 
details in students’ actions and behaviour, so that they do not interrupt their 
work. But rather, he might ask the phase of their exercises or guide a student 
directly from one exercise to another, so that she or he does not stay dreaming 
about something irrelevant.

T4: Well, those [when I asked from Student9 if his exercise was ready] are 
like group management issues. So then, that if somebody is fi dgeting 
nervously, so then I’ll ask about the proceeding of exercises and then a 
“meta” message behind there is then that “Your behaviour deviates from 
the desired behaviour now.” And then again, it is like, that you avoid 
giving such a straight negative feedback, and you just do it like that, 
by using questions there then. And I’m absolutely sure about it, that 
the “meta” message behind there will still be understood. (T4L1Fig, 
29:01–29:15, 1str, 38)

T4: No, I just stay there… to do those exercises with [Student7]. And I say 
them aloud there for a little while. Just like this, that when he gets one 
exercise completed, so then I go immediately to the beginning of next 
exercise. So that he won’t need to stay dreaming about something else 
between there again. (T4L5Ma, 37:26–39:17, 5str, 200)



228 Auli Toom

Ensuring Student’s Understanding. Teacher 4 mentions that it is not possi-
ble to proceed in teaching by following the quickest student, but he has to be 
convinced of the understanding of others as well. He says that sometimes he 
assumes that students are aware of some things, but they are not clear to them 
at all. In his opinion, there are differences between students’ quickness and 
level of understanding things. Teacher 4 says that he continues clarifi cation 
of the contents being studied for the students as long as he perceives that they 
understand them. He often concludes and summarizes the contents of a lesson 
to be sure of the students’ understanding of its essential elements. Teacher 4 
says that it is useful for students to correct their own mistakes by themselves, 
because it makes them really realize them. In addition to this he mentions, that 
it is possible to perceive from the student’s expressions, if she or he has under-
stood the studied issue or not.

T4: Well, [I write the prerequisites of burning reaction on the blackboard, 
because] it is still an issue, that they should have been remembered, 
and if it had become immediately, someone could have been able to list 
them immediately, so I had assumed that they had mastered this well 
enough. However, we have gone it through several times, and now I had 
to tease out facts from them, that… So that’s the reason why, in order 
to strengthen their learning, to concretize. (T4L2Ph, 03:22–06:25, 2str, 
52)

T4: Yes [I clarifi ed the homework that I had given with a transparency]. 
Well, because there was… Or I mean that the task was like this, that 
they should draw a symbol or a sign for a place, in which pencils could 
be sharpened. So now… such or simple one… Or it’s very important 
that the symbol should be clear, simple. So that its information value 
is what is needed there. That it is possible to read it quickly and to 
understand it in a moment. And it required that particular guidance 
there again, so that it won’t be too detailed. (T4L4Fi, 40:01–41:10, 4str, 
159)

T4: Well, I show [the student how to perform that mathematics exercise] 
fi rst myself a little bit and then I reduce the amount of my own guid-
ance all the time and pass the baton to the student in a way, and then… I 
have a look at it in that moment, that… I try to be sure, that his learning 
happens. Well, I went away quite soon from there, that… although my 
advice had been quite clear, I didn’t stay there to see that he had solved 
the next one properly as well, but… (T4L5Ma, 27:54–28:43, 5str, 190)
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6.2.4.9 Conclusion of the Analysis of Contents of 
Teacher 4’s Tacit Pedagogical Knowing

I have just presented a variety of contents in Teacher 4’s tacit pedagogical 
knowing. As I have already stated, I made a correlation examinations of Teach-
er 4’s STR- data analysis. The correlations that appeared in the examination 
are presented in Table 10. It is interesting to notice, that there is correlation 
between the categories “Teacher’s Pedagogical Authority” and “Student’s Re-
sponsibility”; “Reviewing Central Concepts of Content of Teaching” and “En-
suring Student’s Understanding”, as well as “Guidance by Asking Questions” 
and “Noticing Student’s Experiences”, just to mention some of them. Also 
many interesting additional details in the contents can be seen when the posi-
tive and negative correlations between the categories are considered.

Table 10. The results of the correlation examination of Teacher 4’s STR-data analysis.

Category
1.  Correlating 

Category
Other Correlating Categories

Teacher’s 
Pedagogical
Authority

Student’s 
Responsibil-
ity (,501**) 
Sig ,000

Proper and Clear Intervention (,231**) Sig. ,000
Direction of Student’s Thinking (-,221**) Sig. ,000
Emphasising Interactivity of 
Teaching (,214**) Sig. ,000
Reviewing Central Concepts of Content of Teaching
(-,207**) Sig. ,000
Clarifi cation of Content of Teaching
(-,201**) Sig. ,000
Illustrating Content of Teaching (-,175**) Sig. ,001
Ensuring Student’s Understanding(-,154**) Sig. ,004
Maintaining Positive Atmosphere (,151**) Sig. ,005
Specifying Instructions (-,137*) Sig. ,011
Student’s Activity (-,127*) Sig ,018

Student’s 
Activity

Clarifi cation 
of Content of 
Teaching
(-,154**) 
Sig. ,004

Discretion (,146**) Sig. ,007
Teacher’s Pedagogical Authority (-,127*) Sig. ,018

Student’s Re-
sponsibility

Teacher’s 
Pedagogical 
Authority
(,501**) 
Sig. ,000

Reviewing Central Concepts of Content of Teaching
(-,155**) Sig. ,004
Clarifi cation of Content of Teaching
(-,141**) Sig. ,009
Direction of Student’s Thinking (,-133*) Sig. ,014

Topicality 
of Content

Clarifi cation 
of Content of 
Teaching
(,150**) 
Sig. ,005
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Noticing 
Student’s In-
dividuality

Discretion 
(,368**) 
Sig. ,000

Allowing Humour (,249**) Sig. ,000
Clarifi cation of Content of Teaching
(-,154**) Sig. ,004
Maintaining Positive Atmosphere (,127*) Sig. ,019
Reviewing Central Concepts of Content of Teaching
(-,117*) Sig. ,030

Allowing 
Humour

Discretion 
(,481**) 
Sig. ,000

Noticing Student’s Individuality (,249**) Sig. ,000

Proper and Clear 
Intervention

Teacher’s 
Pedagogical 
Authority
(,231**) 
Sig. ,000

Maintaining Student’s Studying (,156**) Sig. ,004 
Reviewing Central Concepts of Content of Teaching
(-,133*) Sig. ,014 
Direction of Student’s Thinking (-,127*) Sig. ,019 
Ensuring Student’s Understanding (-,113*) Sig. ,036
Clarifi cation of Content of Teaching
(-,113*) Sig. ,036
Illustrating Content of Teaching (-,112*) Sig. ,038

Discretion
Allowing Hu-
mour (,481**) 
Sig. ,000

Noticing Student’s Individuality (,368**) Sig. ,000 
Student’s Activity (,146**) Sig. ,007 
Clarifi cation of Content of Teaching
(-,132*) Sig. ,015
Reviewing Central Concepts of Content of Teaching
(-,123*) Sig. ,022

Mastering with 
Gestures and 
Expressions

Reviewing 
Central Con-
cepts of Content 
of Teaching 
(-,160**) 
Sig. ,003

Clarifi cation of Content of Teaching
(-,147**) Sig. ,006
Ensuring Student’s Understanding (-,137*) Sig. ,011
Illustrating Content of Teaching (-,135*) Sig. ,012
Direction of Student’s Thinking (-,117*) Sig. ,030
Maintaining Student’s Studying (,112*) Sig. ,039

Maintaining 
Positive
Atmosphere

Emphasising 
Interactivity 
of Teaching
(,165**) 
Sig. ,002

Teacher’s Pedagogical Authority (,151**) Sig. ,005
Noticing Student’s Individuality (,127*) Sig. ,019

Teacher’s Spon-
taneous Action

Illustrating Con-
tent of Teaching
(,253**) 
Sig. ,000

Thorough Ex-
pertise of Con-
tent of Teaching

Reviewing 
Central Con-
cepts of Content 
of Teach-
ing (,193**) 
Sig. ,000

Clarifi cation of Content of Teaching
(,179**) Sig. ,001
Ensuring Student’s Understanding (,116*) Sig. ,032
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Clarifi cation 
of Content of 
Teaching

Teacher’s 
Pedagogical 
Authority
(-,201**) 
Sig. ,000

Thorough Expertise of Content of Teaching
(,179**) Sig. ,001
Student’s Activity (-,154**) Sig. ,004
Noticing Student’s Individuality (-,154**) Sig. ,004
Topicality of Content (,150**) Sig. ,005
Mastering with Gestures and Expressions
(-,147**) Sig. ,006
Student’s Responsibility (-,141**) Sig. ,009
Discretion (-,132*) Sig. ,015
Specifying Instructions (-,130*) Sig. ,016
Reviewing Central Concepts of Content 
of Teaching (,116*) Sig. ,032
Maintaining Student’s Studying (-,114*) Sig. ,035
Proper and Clear Intervention (-,113*) Sig. ,036

Reviewing Cen-
tral Concepts 
of Content of 
Teaching

Ensuring 
Student’s Un-
derstanding
(,243**) 
Sig. ,000

Teacher’s Pedagogical Authority (-,207**) Sig. ,000
Thorough Expertise of Content of Teaching
(,193**) Sig. ,000
Mastering with Gestures and Expressions
(-,160**) Sig. ,003
Student’s Responsibility (-,155**) Sig. ,004
Proper and Clear Intervention (-,133*) Sig. ,014
Discretion (-,123*) Sig. ,022
Noticing Student’s Individuality (-,117*) Sig. ,030
Clarifi cation of Content of Teaching
(,116*) Sig. ,032
Maintaining Student’s Studying (-,107*) Sig. ,048

Noticing 
Student’s Ex-
periences

Guidance 
by Asking 
Questions
(,339**) 
Sig. ,000

Direction of Student’s Thinking (-,119*) Sig. ,028

Emphasising 
Interactivity 
of Teaching

Teacher’s 
Pedagogical 
Authority
(,214**) 
Sig. ,000

Maintaining Positive Atmosphere (,165**) Sig. ,002

Specifying 
Instructions

Direction of Stu-
dent’s Thinking
(,242**) 
Sig. ,000

Teacher’s Pedagogical Authority (-,137*) Sig. ,011
Clarifi cation of Content of Teaching
(-,130*) Sig. ,016

Direction of Stu-
dent’s Thinking

Specifying 
Instructions 
(,242**) 
Sig .,000

Teacher’s Pedagogical Authority (-,221**) Sig. ,000 
Student’s Responsibility (-,133*) Sig. ,014
Proper and Clear Intervention (-,127*) Sig. ,019
Noticing Student’s Experiences (-,119*) Sig. ,028
Mastering with Gestures and Expressions
(-,117*) Sig. ,030
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Illustrating Con-
tent of Teaching

Teacher’s Spon-
taneous Action
(,253**) 
Sig. ,000

Teacher’s Pedagogical Authority (-,175**) Sig. ,001
Mastering with Gestures and Expressions
(-,135*) Sig. ,012
Proper and Clear Intervention (-,112*) Sig. ,038

Guidance 
by Asking 
Questions

Noticing 
Student’s Ex-
periences
(,339**) 
Sig. ,000

Maintaining Stu-
dent’s Studying

Proper and Clear 
Intervention
(,156**) 
Sig. ,004

Clarifi cation of Content of Teaching
(-,114*) Sig. ,035
Mastering with Gestures and Expressions
(,112*) Sig. ,039 
Reviewing Central Concepts of Content of Teaching
(-,107*) Sig. ,048

Ensuring 
Student’s
Understanding

Reviewing 
Central Con-
cepts of Content 
of Teach-
ing (,243**) 
Sig. ,000

Teacher’s Pedagogical Authority (-,154**) Sig. ,004
Mastering with Gestures and Expressions
(-,137*) Sig. ,011
Thorough Expertise of Content of Teaching
(,116*) Sig. ,032
Proper and Clear Intervention (-,113*) Sig. ,036

6.3 Conclusions of the Research Results

The purpose of this last chapter is to present the comparisons and conclusions 
of the results that I have clarifi ed in the previous chapters. The appearance 
of teachers’ tacit pedagogical knowing from a researcher’s viewpoint was the 
focus in section 6.1., and it was based on the analyses of videotaped data. In 
section 6.2., the contents of teacher’s tacit pedagogical knowing were clarifi ed, 
and it was based on the analyses of the STR-interview data.

I present the conclusions of teacher’s tacit pedagogical knowing teacher 
by teacher with fi gures (Figures 9, 10, 11, 12) in sections 6.3.1., 6.3.2., 6.3.3., 
and 6.3.4. The appearance of tacit pedagogical knowing that I have observed 
from the videotapes is presented in the lower triangles in the fi gures with grey 
lines. The contents of tacit pedagogical knowing that the research participants 
have explicated in the STR-interviews are presented in the upper triangles in 
the fi gures. In section 6.3.5., I make the conclusions of the research results on 
a more general level and make some comparisons of the research results with 
previous studies.
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6.3.1 The Appearance and the Contents of Teacher 
1’s Tacit Pedagogical Knowing

First of all, Teacher 1’s tacit pedagogical knowing appeared in her actions as 
her manners and habits and as her tactfulness. With these actions, she main-
tained the pedagogical relation between her and her students. In addition to 
this, Teacher 1 maintained the didactical relation with her students, and this 
appeared as implementation of teaching and guidance of student’s studying. 
Based on the analysis of STR-data, it was possible to structure the contents 
of Teacher 1’s tacit pedagogical knowing. The maintenance of the previously 
mentioned relations included in the contents of teacher’s tacit knowing, but 
they were more versatile. In addition to them, the content of tacit pedagogical 
knowing contained the maintenance of teacher’s pedagogical authority and 
student’s role, and awareness of nature of content. These were “absent” from 
the appearance of tacit pedagogical knowing. These similarities and differ-
ences between the appearance and the contents of tacit pedagogical knowing 
are illustrated in Figure 9.

Figure 9. The appearance and the contents of Teacher 1’s tacit pedagogical knowing.
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6.3.2 The Appearance and the Contents of Teacher 
2’s Tacit Pedagogical Knowing

Teacher 2’s tacit pedagogical knowing shows itself in teacher’s manners and 
habits and teacher’s tactfulness, by which the pedagogical relation is main-
tained. By means of organisation of content of teaching, Teacher 2 keeps up 
her relation to the content of teaching. In addition to this, she maintains the 
didactical relation to the students’ studying and learning with organisation 
of teaching and guidance of student’s studying. Also, in Teacher 2’s case, the 
contents of tacit pedagogical knowing are more versatile than their mere ap-
pearance in teacher’s actions. The maintenance of the pedagogical relation, the 
relation to content, and the didactical relation with their rich characteristics are 
parts of the contents. Also, the maintenance of teacher’s pedagogical authority 
and the student’s role were defi ned there. These similarities and differences 
between the appearance and the contents of tacit pedagogical knowing are pre-
sented in Figure 10.

Figure 10. The appearance and the contents of Teacher 2’s tacit pedagogical knowing.

Reasoned

THINKING

Observed

ACTION

TEACHER

STUDENT CONTENT

PEDAGOGICAL

RELATION

DIDACTICAL

RELATION

PEDAGOGICAL

RELATION

DIDACTICAL

RELATION

Teacher’s

Manners and Habits

Teacher’s
Tactfulness

Organisation of
Teaching

Guidance of

Student’s Studying

Teacher’s

Pedagogical

Authority

STU
Student’s Role

Organisation of
Teaching

Guidance of
Student’s Studying

Teacher’s
Tactfulness

Teacher’s

Manners and Habits Organisation of
Content of Teaching

Organisation of
Content of Teaching

RELATION TO

CONTENT

Contents of Tacit

Pedagogical Knowing

Appearance of Tacit

Pedagogical Knowing

RELATION TO

CONTENT



Results 235

6.3.3 The Appearance and the Contents of Teacher 
3’s Tacit Pedagogical Knowing

Teacher 3’s tacit pedagogical knowing appears in the maintenance of the 
pedagogical relation, the relation to content, and the didactical relation. She 
maintains the pedagogical relation with her manners and habits and with her 
tactfulness. The relation to the content she keeps up with handling of content 
of teaching. She takes care of her didactical relation with her student’s study-
ing by creating preconditions of studying and promoting studying. Teacher’s 
pedagogical authority, student’s pedagogical authority and noticing nature of 
content were contents of Teacher 3’s tacit pedagogical knowing. In addition 
to these, the maintenance of previously mentioned relations in a much more 
versatile manner is included in it. In Figure 11, these similarities and differ-
ences between the appearance and the contents of tacit pedagogical knowing 
are illustrated.

Figure 11. The appearance and the contents of Teacher 3’s tacit pedagogical knowing.
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6.3.4 The Appearance and the Contents of Teacher 
4’s Tacit Pedagogical Knowing

As it has been with three previous research participants, the maintenance of 
pedagogical relation, the relation to content, and the didactical relation also ap-
peared in Teacher 4’s actions in his tacit pedagogical knowing. He maintained 
the pedagogical relation with his manners and habits and tactfulness, the rela-
tion to content by mastering content of teaching, and the didactical relation 
by creating preconditions of studying and by promoting studying. Also, the 
contents of Teacher 4’s tacit pedagogical knowing were more versatile than 
their mere appearance in teacher’s actions. The previously mentioned relations 
included in the contents of his tacit pedagogical knowing, but they were de-
scribed in a much more diverse manner. In addition to them, the maintenance 
of teacher’s pedagogical authority, student’s pedagogical authority, and the 
nature of content were defi ned. In Figure 12, these similarities and differences 
between the appearance and the contents of tacit pedagogical knowing are pre-
sented.

Figure 12. The appearance and the contents of Teacher 4’s tacit pedagogical knowing.
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6.3.5 General Conclusions and Comparisons 
of the Research Results

I presented the appearance and the contents of teacher’s tacit pedagogical 
knowing in such a way, as it is possible to do within the context of this re-
search. I started to approach the phenomenon from the direction of individual 
teachers, from the observation of their action and clarifi cation of their thinking, 
and proceeded towards a more general understanding and modeling of the phe-
nomenon (cf. Moustakas, 1994, pp. 180–182). When I compared the analyses 
of the tacit pedagogical knowing of these four participating teachers, it was 
possible to see their personal, individual, and interesting characteristics there. 
But in addition to this, it was possible to perceive several essential similarities 
between these analyses that actually describe the nature of this phenomenon on 
a more general and conceptual level. 

It was possible to defi ne teacher’s pedagogical authority as part of the con-
tent of tacit knowing from every participant’s data. According to this research, 
the teacher’s pedagogical authority means their personal commitment to the 
teaching profession and a teacher’s responsibility for the wholeness of school-
work. In spite of this, a teacher is not an authority in owning information or 
in knowing things, and she or he may make mistakes in his work sometimes 
as well. Teachers are able to justify their own action, and are able to com-
mit themselves morally or ethically to different matters if it’s necessary. It is 
clear that there are differences between teacher’s and student’s roles, but this 
doesn’t mean that the teachers are distant from students. Warmth and human-
ity are part of a teachers’ pedagogical authority, which means that they do not 
treat their students badly or humiliate them, but rather respect them and are 
equal human beings in relation to them. When these results are compared with 
other researches, it is possible to perceive some similarities. Harjunen (2002, 
pp. 297–317; see also Meri, 1998, pp. 65–67; Buchmann, 1993, pp. 147–151; 
Floden & Buchmann, 1993, p. 215; Syrjäläinen, 1990, pp. 127–133) in her 
research on teacher’s pedagogical authority discusses very deeply and thor-
oughly the same kind of issues.

The elements concerning the student’s role as well as student’s pedagogical 
authority included in the content of tacit pedagogical knowing of all the partic-
ipating teachers. Student’s activeness, presence, enthusiasm towards studying, 
spryness, and watchfulness were emphasised and seen rewarding for the teach-
ers, whereas passive students were seen as concerns and challenges. Students’ 
conscientiousness, skilfulness, neatness, kindness, benevolence, carefulness, 
and willingness to do things right were seen to be important as well. Students’ 
learning diffi culties and diffi culties in concentration, the need for remedial 
teaching as well as the teachers’ concerns for lonely and outsider students 
were also mentioned. The characteristics of student’s pedagogical authority 
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were part of tacit pedagogical knowing as well, and the students’ self-directed-
ness and responsibility were emphasised in it. It is essential that students plan, 
implement and evaluate their own studying and make decisions during their 
studying. It is clear that student’s self-directedness requires teacher’s trust in 
students, so that it can be possible. Student’s responsibility goes hand in hand 
with self-directedness and a teacher has to give it gradually to students. For ex-
ample Lattu (2003, pp. 123–126; see also Syrjäläinen, 1990, pp. 86–88, 90–92) 
in his recent research into teacher’s teaching space, defi ned the same kind of 
characteristics of the pupil’s role from the teacher’s viewpoint as these results 
that I presented here.

Awareness of the nature of content of teaching was defi ned as an element of 
the content of teacher’s tacit knowing as well. The nature of the content need 
to be clarifi ed in one way or another for the students during teaching, and it is 
important to be aware of its familiarity to them. Content has to be demanding 
enough and it is also important to take current events and changes into account 
in the contents of teaching. It is also important to mention that content affects 
the ways, the methods and the details, by which it will be handled. When these 
results are compared with some other current research results (cf. Rodgers & 
Raider-Roth, 2006; Wubbels et al., 2006) it is interesting to note, that the con-
tent of teaching as such is not very often considered, but it is often intertwined 
with some pedagogical or didactical matters.

Maintaining pedagogical relation between teacher and students was includ-
ed in the appearance and in the content of teacher’s tacit knowing, and teacher’s 
manners and habits as well as teacher’s tactfulness could be defi ned in uphold-
ing pedagogical relation. According to the analyses in this research, teacher’s 
manners and habits were quite various. Teacher’s proper and clear intervention, 
which was immediate and repetitive and was focused on interrupting students’ 
inappropriate actions and to maintaining good order in the classroom, included 
in teacher’s manners and habits. Teacher’s positive and supportive action from 
the different viewpoints was defi ned as well: supporting students and their 
self confi dence, and also students’ support for each other in their peer groups. 
Noticing students’ individuality, their opinions, and working and abilities were 
also emphasised. In the same way as teacher’s manners and habits, teacher’s 
tactfulness along with its occasional quality was diverse. Teacher’s discretion 
and patient, but still spontaneous actions were parts of tactfulness. Mastering 
the class with gestures and expressions belong to tactfulness. Maintenance of 
secure and positive atmosphere, in which other persons are taken into consid-
eration and expression of feelings is allowed, was emphasised. In addition to 
these, teacher’s situational sensitivity was seen as a challenge. Richardson and 
Fenstermacher (2001) also discuss theoretically these same issues, but they 
call them teacher’s manners. Sanger (2001, p. 688–695) as well as Richardson 
and Fallona (2001, pp. 712–713) and Fenstermacher (2001, pp. 642–648) re-
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port their empirical research results of teacher’s manners and present various 
themes that are identical with the results of this research. Van Manen (1991b) 
clarifi es teacher’s tactfulness extremely thoroughly and mentions such ele-
ments, which are similar to the results of this research. Also, Wubbels, den 
Brok, Veldman and van Tartwijk (2006, pp. 417–428) have conducted the re-
search on teacher’s interpersonal competence and they present these issues 
concerning the maintenance of a pedagogical relation.

The maintenance of teacher’s relation to content was also included in the 
appearance and in the content of tacit pedagogical knowing. Organisation, 
handling and mastering content of teaching can be defi ned to be as more con-
crete ways of maintaining this relation. This means that a teacher is aware of 
the aims of teaching and studying, handles the content of teaching systemati-
cally, and also most importantly, has thorough expertise of it. Teachers concen-
trate on the content of teaching, and specify and clarify details and the central 
concepts of the content. For example, Lattu (2003, pp. 99–102) presents some 
similar research results that concern teacher’s relation to the content of teach-
ing.

In addition to all of these previously mentioned elements, maintaining the 
didactical relation between teacher and student’s studying and learning was a 
manifold part of the appearance and the content of tacit pedagogical knowing. 
Implementation and organisation of teaching in many different ways as well as 
supporting and promoting student’s studying could be defi ned in maintaining 
this relation. Implementation and organisation of teaching contained clarifi ca-
tion of the student’s phase of thinking and specifying instructions. Interactivity 
of teaching and implementation of student centred teaching were emphasised. 
It was also essential to notice student’s experiences and individual interests. 
Guidance and promotion of student’s studying meant directing the beginning 
of student’s studying and thorough guidance of student’s thinking. Illustrating 
contents of teaching and using literary teaching material belonged there as 
well. Student’s working and studying was guided by asking questions, by en-
suring student’s understanding and by emphasising students’ co-operation. For 
example, Rodgers and Raider-Roth (2006, pp. 279–282) have obtained similar 
results in their research concerning teacher’s relation to students’ studying and 
learning. Also, Fenstermacher (2001, p. 644) briefl y mentions this kinds of is-
sues in his research.

Based on these general conclusions of the research results, it is possible 
to present a more general level model of teacher’s tacit pedagogical knowing. 
The model which has been developed as a conclusion to this research is shown 
in Figure 13.
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Figure 13. The model of teacher’s tacit pedagogical knowing developed in this re-
search.
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7 ISSUES OF TRUSTWORTHINESS

The issues of trustworthiness in this research are discussed in this chapter. The 
examination is done as thoroughly as possible and mainly by following the 
ideas and concepts of Lincoln and Guba (1985).

7.1 How Trustworthy Is This All?

Questions of validity and reliability in qualitative research have been much 
discussed among researchers, because the research fi eld is vast and varied in 
many ways. There are no general rules or directions for conducting validity 
and reliability examination—or for assessing the trustworthiness and the truths 
of the research—but instead there are several possibilities and concepts for do-
ing it depending on the theorists. Many of these theorists have decided to form 
their own concepts purely from the basis of qualitative research, and not to fol-
low the quantitative research tradition in their concepts at all. They have tried 
to take the underlying epistemological and ontological issues into account, to 
take the narrativeness and the questions of interpretation into consideration (cf. 
Maxwell, 1992; Lincoln, 1995), and to emphasise the importance of assessing 
the validity of the research process as a whole instead of mere measurements 
during the analysis phase (cf. Mishler, 1990).

Perttula (1995) also analyses and explains these same questions with a lit-
tle bit another words. He claims that the starting point to consider trustwor-
thiness in human science research is the correspondence between the basic 
structure of the researched phenomenon and the used research method. He 
mentions that the research method as such is never reliable or unreliable, but 
that trustworthiness is defi ned in relation to the phenomenon being researched. 
The correspondence between the structure of the researched phenomenon and 
the research method is often called adequacy and ontological relevancy of the 
research. This ontological relevance is an absolute, but not yet suffi cient pre-
requisite criterion for trustworthiness. Trustworthiness will be satisfactory, if 
ontologically relevant and certain specifi able methodological procedures are 
followed in empirical research. (Perttula, 1995, p. 40.)

In this research, the consideration of these issues is done by mainly follow-
ing Lincoln’s and Guba’s (1985, pp. 301–328) ideas. Their concepts—cred-
ibility, transferability, dependability, confi rmability—are relatively well estab-
lished in the qualitative research tradition, although they have been specifi ed in 
different contexts. But still, their defi nitions are quite clear and they cover the 
examination of trustworthiness well enough. In addition to this, they are not in 



242 Auli Toom

confl ict with the phenomenologically oriented principles of this research that I 
presented in the introduction chapter.

7.1.1 Credibility

In order to demonstrate “truth value,” Lincoln and Guba (1985) claim that the 
researcher has to show that that the reconstructions that she or he has gained 
during the research are credible to the constructors of the original multiple 
realities, which means that those multiple constructions should be represented 
adequately. They also mention that the researcher has to carry out the research 
in such a way that the probability that the fi ndings will be found to be credible 
is enhanced, and to demonstrate the credibility of the fi ndings by having them 
approved by the constructors of the multiple realities being studied. (Lincoln 
& Guba, 1985, p. 296.) Lincoln and Guba (1985) mention several activities 
by which it is possible to increase the probability that credible fi ndings in the 
research will be produced. Firstly, they say that prolonged engagement, which 
includes learning the “culture,” testing for misinformation introduced by dis-
tortions either by the researcher or by the respondents, and building trust, are 
necessary. In addition to these, persistent observation and triangulation are 
reasonable means to achieve this goal. (Lincoln & Guba, 1985, p. 301.)

In Lincoln’s and Guba’s (1985) opinion, it is not possible to understand any 
phenomenon without reference to the circumstances in which it is embedded. 
This means that the researcher has to be involved with a researched context 
for a suffi ciently long time and also detect and notice distortions that might 
otherwise sneak into the data. First, the researcher has to deal with personal 
distortions. The mere fact of being “a stranger in a strange land” draws unnec-
essary attention to the inquirer, with its attendant overreaction. But researchers 
also act according to their distortions, which are based on their own a priori 
values and constructions. Nobody enters a researched circumstance in a mind-
less way; there are always prior formulations, and it is always possible to write 
out in advance what one expects to fi nd there. In addition to the researcher’s 
personal distortions, there are also distortions introduced by the research par-
ticipants, and most of these are unintended. Lincoln and Guba refer to Bilmes 
(1975), who has described a series of sources of “misinformation,” for ex-
ample perceptual distortions and selective perception; retrospective distortion 
and selectivity; misconstruction of investigator’s questions—and hence of the 
answers given to them; and situated motives, such as wanting to please the 
investigator, saying normatively appropriate things, or simply not being mo-
tivated to address the investigator’s concern fully. (Lincoln & Guba, 1985, p. 
302–303.)
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When a researcher familiarises herself or himself with the researched con-
text during a prolonged engagement period, it is also, according to Lincoln and 
Guba, reasonable to concentrate on building trust with the research participants, 
because it is a time-consuming process. They state that it is a developmental 
process and the researcher has to engage in it almost daily. It is important that 
when building trust, the researcher shows to the research participants that their 
confi dences will not be used against them; that promises of anonymity will 
be honoured; that hidden agendas are not being served; that the interests of 
the respondents will be honored as much as those of the investigator; and that 
research participants will have input into, and actually infl uence, the research 
process. (Lincoln & Guba, 1985, p. 303.)

In Lincoln’s and Guba’s (1985) thoughts, persistent observation adds the 
dimension of salience to what might otherwise appear to be little more than 
an unnecessary immersion. The idea of persistent observation is to recognize 
those characteristics and elements in the situation that are most relevant to the 
problem or topic being researched and focusing on them in detail. Lincoln 
and Guba (1985) say interestingly, that while prolonged engagement provides 
scope, persistent observation provides depth to the research. They claim that 
the researcher has sooner or later to come to terms with what Eisner (1975) has 
called the “pervasive qualities” involved—those things that really matter. And 
even more importantly, Lincoln and Guba claim that this focusing also means 
sorting out unimportant things—the things that do not belong to the researched 
phenomenon at all. (Lincoln & Guba, 1985, pp. 304–305.)

In this research, the orientating period before the actual data collection 
phase was relatively long, and it included my participant observation in the re-
search participant’s classrooms and the initial interviews with them. I observed 
the research participants’ teaching for a relatively long time, tried to fi nd out 
the general course and “fl ow” of the lessons, strove to perceive the researched 
phenomenon during the lessons, and then made fi eld notes about the researched 
phenomenon during my observations for my own purposes. After the observa-
tion period I considered my fi eld notes and preliminarily organized them. This 
was necessary, because I had become familiar with the researched phenom-
enon on a theoretical level and during my own working as class teacher. In 
other words, I had some kind of theoretical and personal preunderstanding of 
the structures, functions, and the nature of teacher’s tacit pedagogical know-
ing, but I had only a preliminary idea about its contents. By means of the initial 
interviews as well as my informal discussions with the research participants I 
got some impression of their viewpoints and thoughts concerning the teacher’s 
profession and work. Building the confi dential relation between myself as a 
researcher, and the research participants was extremely important. So, I famil-
iarised myself with the research context and the research participants for a long 
enough time before starting data gathering, so this might have increased my 
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ability to collect relevant data. After this I started to videotape the participants’ 
lessons and conduct the STR-interviews with them. I was enthusiastically on 
my way to fi nd out the phenomenon of teacher’s tacit pedagogical knowing 
from the research participants’ actions and explications.

With the procedure of triangulation it is, according to Lincoln and Guba 
(1985), possible to improve the possibility that fi ndings and interpretations 
will be found credible. They refer to Denzin (1978), who has defi ned different 
modes of triangulation. The use of the different sources may mean several cop-
ies of one type of source or different sources of the same information. Triangu-
lation with different methods can mean either different data collection modes 
or different designs. (Lincoln & Guba, 1985, pp. 305–307.)

I used different methods to gather data from four research participants in 
this research. The videotaped data was used in the video observation and also 
as a stimulant in the STR-interviews. The analysis of these two produced dif-
ferent emphasis in the research results, and there can be several reasons that 
why these differences appear. According to Maxwell (1992), it is possible to 
make a distinction between the communicative meaning of speech and actions 
(which is nonetheless always meaningful for some actor or interpreter) and the 
actor’s subjective intentions, beliefs, values, and perspective. He claims that 
both of these types of understanding are ultimately based on inferences from 
the descriptive evidence, but the validity of inferences to the actor’s subjective 
states depends on the validity of the researcher’s account of the meaning of the 
actor’s words and actions. (Maxwell, 1992, p. 289.) In this research, I reached 
the communicative meanings of participants’ actions by viewing and interpret-
ing the core ideas of the videotaped pedagogical moment episodes. After that 
I continued with STR-interviews and tried to fi nd out the participants’ subjec-
tive viewpoints of them. During this process, I interpreted the phenomenon 
of teacher’s tacit pedagogical knowing from two different viewpoints; or in 
other words, my understanding of the tacit pedagogical knowing cumulated 
and deepened.

When credibility is discussed, it is clear that a researcher should present the 
conduct and the results of the analysis in a way that it is possible for the reader 
to follow its course and the researcher’s interpretations, and to accept or reject 
them. The interpretation rules should be clarifi ed as clearly as possible. The 
aim is that the reconstructions produced by the researcher should correspond 
to the research participants’ constructions of reality. Also, Perttula (1995) men-
tions that credibility refers to the correspondence between the reconstruction 
of the research participant’s reality produced in the research and the original 
construction in the reality. But still, Perttula claims by referring to Wahlström 
(1992), that instead of the correspondence, it is enough that the researcher’s 
reconstruction of the research participant’s reality is conceivable. In this re-
spect qualitative research is trustworthy, if the researcher’s experience could 



Issues of Trustworthiness 245

be thought to correspond with the research participant’s original experience. 
(Perttula, 1995, p. 42.)

I conducted the data analysis of this research for almost one year, so I knew 
it quite well. I formulated the rules for analysis and interpretation and explicat-
ed them in this report, so that I could act logically and the other researchers are 
able—at least theoretically—to repeat the analysis. I also checked the validity 
of my STR-data analysis with the correlation examinations, and it proved es-
sential connections between the categories and produced relevant results from 
the viewpoint of the analysis of the individual research participants’ data. The 
results of the correlation examination were not necessarily satisfying, if they 
were considered in relation to the traditional quantitative research criteria, but 
they were good enough for the purposes of this research. In this report I have 
tried to describe the course and the details of the analysis as carefully as pos-
sible. I presented the categories and their criteria one by one despite the pos-
sible heaviness that might be involved to read them all, in order to describe 
them clearly enough for the reader. It is important to remember that qualitative 
analysis is always clearly an interpretation of the research participants’ mean-
ings, and the interplay between researcher’s (etic) and the participants’ (emic) 
perspectives necessarily occurs (cf. Maxwell, 1992, p. 289). This means that 
it is more or less a subjective process. Maxwell (1992, p. 289) says it is im-
portant that interpretive accounts are grounded in the language of the people 
studied and rely as much as possible on their own words and concepts or on 
the generalisations made of them. Researchers must also respect the research 
participants’ perspectives, although they do not need to be centered on their 
perspectives (Maxwell, 1992, p. 290). It is also important to take the question 
of language into consideration here, because this research has been reported in 
English, which is neither the researcher’s mother tongue nor the language in 
which the research data was collected (cf. van Manen, 1997, p. 111).

In my analysis, I have tried to conceptualise the researched phenomenon 
as it appears to me as researcher, but I have also emphasised the importance 
of respecting the research participants’ viewpoints and conceptualising their 
viewpoints quite carefully. In addition to this, I have tried to locate them in the 
more general framework of the didactical triangle. Maxwell (1992) reminds 
that it is important to think about the validity of the theoretical concepts them-
selves as they are applied to the researched phenomena, and the validity of the 
postulated relationships among the concepts. The fi rst refers to the validity 
of the blocks from which the researcher builds a model, as these are applied 
to the setting or phenomenon being studied; the second refers to the validity 
of the way the blocks are put together, as a theory of this setting or phenom-
enon. (Maxwell, 1992, p. 291.) The didactical triangle functioned as a general 
framework and it contains all the essential elements of the teaching-studying-
learning process among which the phenomenon of tacit pedagogical knowing 
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appears. It was also open enough to allow the individual teachers’ viewpoints 
to appear. But still, it is clear, that my way of doing analysis and using the di-
dactical triangle as a framework is only one possibility.

Lincoln and Guba (1985; see also Kvale, 1989; Mishler, 1990) also discuss 
member checking, by which they mean that data, analytic categories, inter-
pretations, and conclusions are examined with the research participants from 
whom the data were originally collected. They think this as the most crucial 
technique for establishing credibility, but they also warn about its dangers as 
well. If the researcher is able to claim that her or his reconstructions are rec-
ognizable to the research participants as adequate representations of their own 
and multiple realities, it is essential that the research participants be given the 
opportunity to react to them. In the research, member checking can be both 
informal and formal. Lincoln and Guba claim that more formal member check-
ing is required, in order to consider a claim to credibility meaningfully. The 
researcher is able to organize a session in which the research participants will 
be invited and in which they are asked to present their viewpoints or disagree-
ments with the researcher. Naturally, the researcher is not bound to respect 
all of the presented criticism, but he or she has to hear them and weigh their 
meaningfulness. Lincoln and Guba see that it is highly signifi cant from the 
viewpoint of the authenticity and credibility of the research, if the researcher 
has received the agreement of the research participants for his or her work. 
(Lincoln & Guba, 1985, pp. 314–315.)

In May 2006, I organised a member checking events with the research par-
ticipants and asked them to comment on the results of their data. The partici-
pants were interested in the results of their data; they asked some questions 
about the pedagogical moment episodes and especially about the defi nitions of 
the STR-data analysis categories. All of them agreed with my analyses of their 
data, and they made the following comments:

“Yes, I recognise myself from that [analysis categorisations]. I still am that there. 
I’m glad that you have succeeded in choosing [interpreting] those things from there 
[from STR-data], that are important and essential for me.” (Teacher 1)

“Yes, those things seem familiar from my viewpoint. But surprisingly I realise that 
you have peeped into some part of my personality, of which I’m not quite clear 
about myself.” (Teacher2)

“That is like me. There are those kinds of things, which are clearly emphasised as 
essential ones in my pedagogy.” (Teacher 3)

“That really describes me. I can really imagine that the relation between teacher 
and content appears emphatically. I recognise it to be really typical of me. I’m truly 
fl attered by this analysis.” (Teacher 4)



Issues of Trustworthiness 247

7.1.2 Transferability

When transferability is discussed, the central question is that is it possible to 
use these results in some other contexts. Lincoln and Guba (1985) claim that a 
researcher is only able to set out working hypotheses together with a descrip-
tion of the time and context in which they were found to hold. It is an empirical 
issue, whether they hold in some other context or in the same context at some 
other time. An essential factor that infl uences this is the degree of similarity 
between the research context and the context to which the results would be ap-
plied—or the earlier and later state of the same researched context. According 
to Lincoln and Guba, the researcher can provide only the thick description nec-
essary to enable someone interested in making a transfer to reach a conclusion 
about whether transfer can be contemplated as a possibility. In other words, it 
is not the researcher’s task to provide an index of transferability, but it is his or 
her responsibility to provide the data base that makes transferability judgments 
possible on the part of probable user. (Lincoln & Guba, 1985, p. 316.)

Perttula’s (1995, p. 42) viewpoint contrasts with Lincoln’s and Guba’s 
views in this case, because he claims that in the research on experiences the 
researcher’s construction should not be compared to the reality outside the 
research participants. He justifi es this view by saying, that conscious meaning 
relations exist only in an individual’s experienced world. (Perttula, 1995, p. 
42.) This is quite an extreme thought, although it is understandable from the 
strictly phenomenological viewpoint. It is still important to discuss transfer-
ability; the level of abstraction in which the results are applicable in some other 
contexts could be considered.

In order to make the assessment of transferability possible for the reader of 
this research, I have described my own theoretical and professional background 
in the different parts of this report. I have also provided a relatively big amount 
of detailed facts about the research participants and the schools and contexts 
in which they work. In addition to these framing factors, I have clarifi ed my 
own actions in the different phases of the research quite thoroughly from the 
beginning to the end. I have described my theoretical familiarity, the data gath-
ering procedure and the analyses during the research. I have also described 
thoroughly the data, both the videotaped lessons and STR-interviews, as well 
as clarifi ed the amounts of data and added the data excerpts to the report.

7.1.3 Dependability

Lincoln and Guba (1985, p. 299) mention that in order to assure dependability, 
both factors of instability and factors of phenomenal or design induced change 
need to be taken into consideration. In other words, as Lattu (2003, p. 181) 
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says, dependability covers both methods and decisions made by the researcher 
both in the data collection procedure and in the analysis. Husu (2004) dis-
cusses methodological decisions in research and says that research methods 
guide both the researcher’s perceptions and conclusions that she or he makes 
of the researched phenomenon. Husu reminds us that while the methods reveal 
the researched phenomenon to the researcher, at the same time they also hide 
it because of the limitations of the methods. None of the research methods 
reveals the researched phenomenon in its entirety. (Husu, 2004, p. 24.) Pert-
tula (1995), for his part, thinks that it is essential to consider how the way of 
analysis fi ts the various cases. In addition to this he mentions, that the only way 
for a researcher to assure the reliability of her or his conceptual structure is to 
analyse again the other person’s experience. (Perttula, 1995, pp. 42–43.)

I gathered the data by videotaping and with STR-interviews. I had familiar-
ised myself with the researched phenomenon theoretically before data gather-
ing, but still it proceeded according to my subjective perceptions, emphases 
and interests and some important details might have remained unnoticed. Vide-
otaping could have also been embarrassing for some of the research partici-
pants and it might have infl uenced their actions and to the data of course. Also 
Rosenstein (2002, p. 8) mentions this infl uence on research participants and 
considers the representativeness of the videotaped data.

In this research the conduct of the stimulated recall interview was the most 
challenging and the most critical part of data gathering. Despite my experience 
as an interviewer, my careful preparation for each interview situation and my 
routine with technical equipment, it was not easy to ask the right questions at 
the right time. I just tried to lead the research participants to consider some 
episodes in the videotaped lessons, but not to confi rm my ready conceptions of 
those; in other words, I tried to bracket out my own conceptions of those situ-
ations (cf. Perttula, 1995, pp. 45–46). These questions are closely connected 
to the essential questions in phenomenologically oriented research, in which 
it is important to consider the researcher’s involvement in the researched phe-
nomenon, because the aim is to uncover meanings that are as independent as 
possible of the meanings that the researcher connects to them. (Perttula, 1995, 
s. 44–45.) My ability as an interviewer was tested continuously, when all the 
time during the interview I needed to make sure that I had got answers to all 
my why-questions that were connected to those important pedagogical mo-
ment episodes. The amount of pedagogical moment episodes was huge, and if 
it had been smaller the depth of interview data could have been even better. A 
solution for this could also have been a second interview about the important 
episodes with the teacher. But still, my abilities as an interviewer developed all 
the time during the research.

The use of STR could have also been challenging for the research partici-
pants; at least in the beginning of the data gathering. It may have been diffi cult 
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for the participants to explicate their thoughts and fi nd the suitable concepts, 
and they might also have expressed their thoughts carefully in the beginning. 
Eskelinen (1991, pp. 7–8) says that it is challenging to make differences be-
tween the thought processes stimulated by the STR-interview from the real 
interactive thoughts. Some sceptics have said that with STR it is possible to re-
veal the teachers’ beliefs of attempts to rationalise their videotaped action, but 
not the processes in some particular lesson situation. Gass and Mackey (2000, 
pp. 5–6) point out that human beings are naturally sense-making and they gen-
erate explanations, which are not necessarily reasoned ones. This means that 
teachers might produce convincing narratives about their thinking instead of 
those processes during real action. (Patrikainen & Toom, 2004a, p. 249). It is 
certainly clear that the participants’ abilities to express themselves develop 
during the research process, and later they become more outspoken. I made 
several videotapings and STR-interviews with each research participant during 
the data gathering, so these embarrassment effects—both on the researcher and 
on the research participants—did not especially harmfully infl uence the data.

The aim in this research was to choose some interesting teachers to par-
ticipate in it. But still, this ‘interesting’ here does not mean that they would be 
special or exceptional. They differed from each other in their age, sex, teacher 
education, teaching experience, focuses of interest, and the schools in which 
they worked. They were ordinary teachers in ordinary schools, and they were 
willing to be the research participants in this research. This willingness or en-
thusiasm to take part in the research could be one factor that should be taken 
into consideration. Of course there is a difference between having enthusiastic 
research participants, and having unwilling ones. But I think that this issue 
is—if it is seen as a problem in the research or not—more general in educa-
tional research and those who participate in research studies are more or less 
committed to it, and this might infl uence the research process and the research 
results somehow.

It is clear that the data analysis in this research is highly subjective. My 
preconceptions and understandings notably affected the analysis process and 
the formation of the categories, and I still aimed to primarily reach the research 
participants’ experiences. However, I did it in the framework of the didactical 
triangle. I also used the means of the correlation examinations of STR-data 
analysis, and some phenomenologists would claim that these methods were 
unsuitable (cf. Perttula, 1995, p. 45). Naturally, some other researcher could 
have done the analysis differently, emphasising some other things as essential 
ones. In this research the two sets of data infl uenced each other’s analyses. I as 
a researcher was aware of both of their contents. The contents of the STR-data 
infl uenced the analysis of the videotaped pedagogical moment episodes and 
the videotaped events infl uenced the analysis of the STR-data. In addition to 
this, I had collected both of those data sets and I had the additional memories 
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from those lessons and interview situations, which were also infl uential. But 
still, the analyses are based on direct evidence in the actual data, and they were 
as disciplined and systematic as possible (cf. Perttula, 1995, p. 46).

7.1.4 Confi rmability

Lincoln and Guba (1985, p. 300) have removed the emphasis of neutrality 
from the researcher to the data, and they propose that confi rmability should 
be the criteria for neutrality. They claim that confi rmability will be achieved, 
when credibility and transferability have fi rst been achieved. Perttula (1995) 
mentions, that confi rmability describes, how much the different analysis pro-
cedures ‘wrong’ the perception of the researched phenomenon. He claims that 
confi rmability can never be absolute, because the mental chain ’the research 
participant’s experience—the expression of the experience—the research-
er’s experience—the expression of the expression’ does not proceed without 
changes in its contents. (Perttula, 1995, p. 43.) My subjectivity as a researcher 
is present continuously, so it can be seen as a decreasing factor from the view-
point of confi rmability.

I have clarifi ed much of the facts infl uencing confi rmability in the previ-
ous chapters. The explained issues improve credibility and transferability. I 
have also tried to clarify my own frame of reference and education and their 
infl uence on the research work. I have carefully explained the conduct of the 
research from the data gathering to the data analysis, and shown the nature of 
the data with the data excerpts, so that an external reviewer would be able to 
follow the course of the research and evaluate it.
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8 DISCUSSION

The main points of this study are reviewed briefl y in this chapter. The results 
are discussed and deliberated on thoroughly from different viewpoints, and 
their effects are considered as well. The importance of this research is dis-
cussed. Finally, some possible new research ideas are presented.

8.1 A Brief Review to the Research

My aim in this research was to study the phenomenon of class teacher’s tacit 
pedagogical knowing both theoretically and practically, to examine its ap-
pearance in teacher’s action, and to investigate its contents. The theoretical 
framework through which I have considered the phenomenon could be mainly 
named an epistemological one, and it is clear that it has also affected the re-
search results. There could have been other possible theoretical frameworks as 
well, and I could have considered the phenomenon mainly from the viewpoint 
of educational psychology, including for example scripts, images, schemes and 
agendas (cf. Putnam, 1987; Leinhardt & Greeno, 1986; Brown & McIntyre, 
1993; Aaltonen & Pitkäniemi, 2001), from situated cognition (cf. Leinhardt, 
1988; Brown, Collins, & Duguid, 1989), or from the viewpoint of intuitive and 
rational decision-making process (cf. Fitzgibbons, 1981; Shavelson, 1983, pp. 
405–409). In addition to the infl uence of the theoretical framework, it is clear 
that my preunderstanding of the phenomenon affected the conduct and the 
results of the research.

I approached the phenomenon of class teacher’s tacit pedagogical knowing 
from the direction of individual teachers, my research participants. I went to 
their classrooms, observed and videotaped their teaching and actions, made 
my interpretations based on my observations of their actions, and asked them 
to explicate their thoughts concerning their thinking and actions during the 
pedagogical moment episodes. Based on this research data, I conceptualised 
the phenomenon and created a more abstract level model of the phenomenon. 
As I have mentioned before, there are several characteristics in the research 
that are similar to phenomenologically oriented research.

It is clear that this research has had effects on the participants in this re-
search, and their refl ection and professional development as well. It was pos-
sible to perceive their development during research interviews, and they also 
mentioned it themselves. Van Manen (1997) considers this same issue and says 
that it is not possible that pedagogical research would step outside the moral 
values that grant pedagogy its meaning. He lists following factors that describe 
the effects of research to pedagogical practice very well:
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1) The research may have certain effects on the people with whom the re-
search is concerned and who will be interested in the phenomenological 
work.

2) There are possible effects of the research methods on the institutions in 
which the research is conducted.

3) The research methods used may have lingering effects on the actual 
“subjects” involved in the study.

4) Phenomenological projects and their methods often have a transforma-
tive effect on the researcher himself or herself. Indeed, phenomeno-
logical research is often itself a form of deep learning, leading to a 
transformation of consciousness, heightened perceptiveness, increased 
thoughtfulness and tact.

(van Manen, 1997, pp. 162–163.)

According to the research results—and the model of class teacher’s tacit peda-
gogical knowing developed in this research—class teacher’s tacit pedagogi-
cal knowing in interactive teaching situations appears in her or his actions 
as maintenance of pedagogical relation, maintenance of teacher’s relation to 
content, and maintenance of didactical relation. All of these, as well as the 
maintenance of teacher’s pedagogical authority, the maintenance of student’s 
role or pedagogical authority, and the awareness of the nature of the content 
of instruction are included in the contents of teacher’s tacit pedagogical know-
ing. The phenomenon of tacit pedagogical knowing is clearly a process-like 
phenomenon and a relational one (cf. Thayer-Bacon, 2003, pp. 77–99) and it 
actualises in teacher’s interactive teaching and action with students.

8.2 The Significance of the Research Results

It is possible to discuss the phenomenon of teacher’s tacit pedagogical know-
ing, the results of this research, and the model of teacher’s tacit pedagogi-
cal knowing developed in this research from various different viewpoints. If 
I think about them primarily in the school context, the viewpoints of teachers 
themselves and the viewpoints of students come primarily to my mind. In addi-
tion to this, the viewpoint of teacher education is naturally a central one.

When the appearance and the contents of tacit pedagogical knowing is con-
sidered from the viewpoint of teacher herself or himself, it becomes clear that 
the phenomenon of teacher’s tacit pedagogical knowing is strongly related to 
the issues of teacher’s complicated skills with instruction and classroom man-
agement, or in other words, to skilfulness and development from novice to 
expert (cf. Dreyfus & Dreyfus, 1986; Brookfi eld, 1990; Berliner, 1995). But, 
even more importantly, as van Manen (1991b, p. 80) points out, the essence 
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of a teacher or an educator does not lie in mere technical expertise, but also in 
a complex of pedagogical qualities and in a teacher’s personality. Also, Rich-
ardson and Fallona (2001, pp. 724–725) mention that paying attention to the 
moral aspects of teaching and the essence of human being would be necessary 
as well, and actually there are connections between teachers’ personal quali-
ties such as caring and their classroom management (cf. Noddings, 2001). It 
would be reasonable to say that this level of expertise would not develop with-
out intentional refl ection on one’s own practice. When teachers become more 
conscious of their professional actions and professional self, it is possible to 
enhance one’s own tacit pedagogical knowing, develop professionally and suc-
ceed in interactions with students. If the learning of tacit pedagogical knowing 
is considered, it could be said that it requires a teacher’s continuous refl ectivity 
and the ability to consider one’s own action analytically.

It is interesting to consider teachers’ tacit pedagogical knowing from the 
student’s viewpoint, as for example Zellermayer and Ronn (1999) have done. 
In their research, both teachers and students were interviewed by using their 
videotaped lessons as a stimulus for discussions. Teachers and students were 
asked to tell about their observations, thoughts and feelings during the les-
sons, and the researchers’ emphasis was particularly to focus on the meaning of 
teachers’ tactful actions in communicative writing-process classes. Also, Fen-
stermacher (1990) discusses the infl uences of teacher’s actions towards stu-
dents, especially from the moral viewpoint. He concludes that matters of what 
is fair, right, just, and virtuous are always present, and the teacher’s conduct, at 
all times and in all ways, is a moral matter (Fenstermacher, 1990, p. 133). The 
moral dimension in teachers’ actions and their strivings to socialise students 
into the school system, into the student’s role, and into studying conventions 
have been at the focus of research studies into hidden curriculum, for example 
in Jackson’s (1968), Broady’s (1981), and Meri’s (1992) studies. These issues 
that are at the focus of research into hidden curriculum and that are directed 
towards students in different ways, are partially those same ones that belong 
to the phenomenon of teacher’s tacit pedagogical knowing, but they are just 
viewed from different viewpoint. When I consider the phenomenon of teach-
er’s tacit pedagogical knowing from student’s viewpoint, I think it is especially 
important that teachers themselves refl ect on their dealings with students and 
that they strive to be conscious of the effects of their actions on the students. 

As I have mentioned, I see the tacit pedagogical knowing as an important 
part of teacher’s professionality, and that is why it is necessary to consider it 
from the viewpoint of teacher education as well. Tacit pedagogical knowing 
has connections to one’s own personal being, personal life history, and personal 
school experiences, but it is also developing all the time. It cannot be acquired 
only through theoretical studies or only through teaching practice, but both of 
them are needed. Loughran (2006, pp. 45–60) emphasises that teacher educa-
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tors should explicate their tacit understandings of teaching for student teachers 
and he proposes several different ways to do this. Burbules and Bruce (2001, p. 
1105), for their part think that there are certain areas in teacher’s tacit knowing, 
that novice teachers can learn only by observing or listening to experts who 
are engaged in a complex practice and refl ect openly their processes of thought 
and deliberation. So, the central questions are, what is the relationship between 
educational theory and practice in teacher education, how they are organised 
and what their quality is. As Feiman-Nemser and Floden (1986, p. 523) men-
tion, the behaviorally oriented research into teaching encourages a technical 
skills approach in teacher preparation, but it is not enough, because much of 
what teachers know does not fi t the means-ends statements that summarize 
process-product research into teaching, and that is why teacher education must 
build on or rebuild what teachers and student teachers already believe about 
their work. Thus, they emphasise the importance of the refl ective approach on 
teaching in teacher education, which actually is the state of teacher education, 
at least in Finnish teacher education programs.

Van Manen (1997), for his part, claims that more theory of the unique, in 
other words, theory immediately suitable to deal with the particular pedagogi-
cal situations in school and classrooms is needed. He proposes that the close-
ness of the relation between knowledge and action can be strengthened by 
replacing lived experiences as valid basis for practical action. This closeness 
can also be strengthened by moving toward a personal and lived sense of prin-
cipled knowledge. In addition to this, research and life could be drawn more 
closely together in our understanding of research as a form of thoughtful learn-
ing. Van Manen says that research and theorizing are a pedagogic form of life 
and therefore inseparable from it, and he proposes the application of phenom-
enology as a kind of action oriented research to teacher education and school 
contexts. (van Manen, 1997, pp. 155–156.) One viewpoint to the theory of the 
unique, as van Manen calls it, are the recipes and advice for student teachers 
during teacher education and teaching practice periods (cf. Meri, 1998, pp. 
65–87; Jyrhämä, 2002, pp. 88, 98–105). They are actually exactly focused on 
the core of teacher’s tacit knowing. They represent a supervisor’s personal tacit 
knowing, by which she or he thinks that some special situations in classroom 
with students could be solved. They are intended to help student teachers to 
succeed well in their classroom practices. This tacit knowing includes a super-
visor’s personal expert skills and habits of teacher’s interactive and instruc-
tional activities with students.

The relationship between a student and a teacher is in the heart of teaching, 
and is concretely a central issue in organizing and managing the classroom 
environment. Therefore, Richardson and Fallona (2001, p. 725) underline the 
importance of the student teachers’ refl ection upon their beliefs about teaching 
and about themselves as teachers, how they will interact with students, and 
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how they will construct the classroom environment. This kind of refl ective 
approach and consciousness of the importance of teacher’s tacit pedagogi-
cal knowing in teacher education could step by step lead to student teacher’s 
pedagogical competence that van Manen (1997) emphasises by referring to 
Langeveld (1965). Van Manen mentions that teacher’s pedagogic competence 
involves the anticipatory and refl ective capacity of fostering, shaping, and 
guiding the student’s growth: what you should be capable of, how you should 
have a mind of your own, and what you should be like as a person. According 
to van Manen’s view, a teacher’s pedagogic competence manifests itself in 
praxis, in concrete relationships, activities, and situations with children, but 
also in theorizing, in which the teacher explicates refl ectively the meaning of 
pedagogic situations. (van Manen, 1997, pp. 159–160.)

Thus, the model of tacit pedagogical knowing that I have developed in this 
research could be viewed, considered, and applied in many different ways in 
various contexts, although the actual research results are not necessarily di-
rectly and totally applicable to some other surroundings. This is quite often the 
case in phenomenologically oriented research, and it is not always even aimed 
in it. But rather, as van Manen (1997) says, ‘phenomenological research gives 
us tactful thoughtfulness: situational perceptiveness, discernment, and depth-
ful understanding. The fundamental thesis is that pedagogic thoughtfulness 
and tact are essential elements of pedagogic competence. (p. 156)’. The model 
of teacher’s tacit pedagogical knowing developed in this research could help to 
notice and consider these kinds of indirect issues of education.

8.3 Some Further Research Ideas

I have studied teacher’s tacit pedagogical knowing and modeled it from the 
teacher’s viewpoint. But, when this phenomenon would be viewed from the 
student’s direction, it may certainly look different and it may have different 
interpretations. Teacher’s tacit pedagogical knowing shows itself to students 
as a variety of actions and gestures, and as van Manen (1995) says, a teacher’s 
gestures may carry various meanings. They may mean personal understanding, 
an encouragement, a secret shared, the exclusion of others, or they can be seen 
as a confi rmation of a problem solved or as part of a larger instructional pro-
cess or teacherly style. Van Manen means that teacher’s action is really multi-
layered, multi-dimensional, and multi-perspectival, so also the meaning of any 
teaching act is therefore interpretable in many different ways. For example, a 
teacher’s joke may be intended to take the edge off a situation, but it could also 
be a sign of the teacher’s desire to be liked, to appear friendly, to seem fl ex-
ible, approachable, to appear clever, etc. Students may experience the teacher’s 
humor in various ways, for example as an invitation, as a critique, as fakery, as 
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a hint, or as a secret message. (van Manen, 1995, pp. 47–48.) Because of this 
multidimensional nature of teacher’s tacit pedagogical knowing, it would be 
interesting to research students’ viewpoint of this phenomenon. They could be 
asked to comment on those same situations during a lesson that a teacher has 
commented on and to explicate their thoughts concerning them.

It would be also interesting to study such teacher students, who mention 
that since their childhood, they have always known that they will be teachers. 
It would be fascinating to reveal their memories from their early days: what 
kind of students they were, what kind of relations they had with their teachers 
and school mates, and how they have acted in school. They might have many 
signifi cant experiences from their own schooldays, which have infl uenced 
their thinking already from those times. With this kind of research it could 
be possible to study the accumulation and the development of teacher’s tacit 
pedagogical knowing, because it does not begin only just in teacher education 
or during the fi rst years as teacher, but is rather a lifetime process (cf. Heik-
kinen, 2002; Tigchelaar & Korthagen, 2004).

In addition to these viewpoints, it would be interesting to develop further 
the model of teacher’s tacit pedagogical knowing. It would be interesting to 
research on the maintenance of teacher’s relation to the content of teaching 
more specifi cally in the context of some single school subject only. It would 
be also exciting to conduct research with a larger group of teachers of differ-
ent ages and different school contexts. Then it could be possible to investigate 
the variations in the contents of tacit pedagogical knowing. After more exten-
sive research study, it could be possible to develop and establish the concepts 
used in the model. After the development of the model, it could be utilized in 
teacher education contexts, teacher’s in-service training, and teacher’s profes-
sional development mentoring as well, because it focuses specifi cally on those 
small details in teacher’s interactive classroom work with students, which are 
extremely important and which might be challenging sometimes. They also 
might become even much larger, if a teacher is not capable enough to handle 
them immediately. Based on some recent research results (cf. Wubbels et al., 
2006; Talib, 2005; Talib, in press), these challenges will not decrease, but they 
will rather increase because of larger amounts of diversity in the classrooms.

8.4 Closing Thoughts

In the beginning of this research report I explicated my own experiences and 
preunderstandings of the phenomenon of teacher’s tacit pedagogical knowing. 
They were based on my personal teaching experiences with students and previ-
ous readings. During this research, I have got acquainted with the researched 
phenomenon both theoretically and empirically with four research participants. 
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In addition to the theoretical modeling of the phenomenon in this research, I 
have certainly got several new experiences and viewpoints of tacit pedagogical 
knowing, which have surely infl uenced me—at least in my thoughts, but hope-
fully my actions as well. I have learned a lot and thought even more.

After this research maybe my interaction with students is different. At the 
moment I teach student teachers, and I surely refl ect on, what kind of tacit 
knowing appears in my own action and what the contents of it are. Even more 
importantly, I refl ect on the infl uences that my actions have on student teachers 
and what kind of interpretations they may make of them. They will teach many 
students at school in the future and they will possibly pass on to them the infl u-
ences of their previous teachers—hopefully some positive ones.
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APPENDICES

APPENDIX 1. The Detailed Schedule of the Wholeness of the Research Process.

Time Phase of the Research

Spring 2003 Shaping of the theoretical background

Academic Year 2003-2004

August-October

November-December

December-January

March-April

May-June

Shaping of the theoretical background and searching for

the research participants

Data collection and backup copying: Teacher 1

Data collection and backup copying: Teacher 2

Data collection and backup copying: Teacher 3

Data transcription

Academic Year 2004-2005

August-April

May-June

Data analysis

Writing the research report

Academic Year 2005-2006

August-September

September-December

December-March

March-April

May-June

June-August

Writing the research report

Data collection, backup copying and transcription

Teacher 4

Data analysis

Writing the research report

Member checking

Writing the research report
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Appendix 2. The Discussion Themes of the Initial Interview.

• What kind of thoughts and issues you have in your mind that you think are important

and urgent at this moment?

• Tell something about your career as a teacher.

• How long have you worked as a teacher?

• Where and in what kinds of schools have you worked as a teacher?

• Which grades have you taught?

• Why did you decide to begin to become a teacher?

• What kind of teacher you are? What kinds of things your students would tell about 

you, if they were asked to describe you as a teacher?

• What kinds of things and issues do you think are important ones in the teaching?

• What kind of aims do you have, towards which you aim for your profession?

• Could you describe some significant events or things during your teacher studies,

working as teacher, or during your lifetime, that have affected your attitudes towards

teaching and your career?
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Appendix 3. The Research Materials Collected from the Participating Teachers.

Explanations of abbreviations

(Ar) Arts (Bg) Biology (Cw) Craftwork

(Fi) Finnish mother tongue (Hi) History

(Mu) Music (Ph) Physics (Re) = Religion

(Sc) = Science (g) = group lesson

Teacher Orientating

observations

Videotaped lessons (subject, duration) STR-interviews

(duration)

Teacher 1 1 -

2 Fi, Fi, Fi, Cwg

3 Mag, Ar, Ar, Ar,

Fi, Mag

4 Mag, Fi, Fi

5 Fi(g), Fi, Fi

6 Fig, Fi, Sc, Reg

1 Mother tongue: Finnish (24:57)

2 Mother tongue: Finnish (36:30)

3 Science (44:13)

4 Mother tongue: Finnish, group lesson (37:30)

5 Science: integration with arts (32:33)

6 Mother tongue: Finnish, group lesson (28:22)

7 Religion (44:13)

8 Mother tongue: Finnish (36:30)

1 STR (37:15)

2 STR (47:25)

3 STR (50:35)

4 STR (23:40)

5 STR (19:45)

6 STR (36:21)

7 STR (50:03)

8 STR (31:05)

Teacher 2 1 Fi, Sc

2 Mag, Fi

3 Reg, Fi, Fi, Ma, Sc

4 Ma, Sc, Fig

5 Fi

6 Mag, Sc, Fi

7 Fi, Fi, Sc, Ma

8 Ma, Sc

9 Fi, Cwg, Cwg

1 Mother tongue, Finnish (39:46)

2 Science (35:44)

3 Mother tongue, Finnish (35:51)

4 Mathematics (35:54)

5 Mathematics, group lesson (40:13)

6 Science (42:59)

7 Mother tongue, Finnish, group lesson (36:53)

8 Mother tongue, Finnish (43:56)

1 STR (45:39)

2 STR (41:15)

3 STR (42:23)

4 STR (44:38)

5 STR (44:27)

6 STR (64:38)

7 STR (46:54)

8 STR (50:58)

Teacher 3 1 Hi, Hi

2 Fi, Fi, Ma, Fig

3 Ma, Hi, Hi

4 Ma, Ma

5 Fi, Fi, Ma, Fig

6 Fi, Ma, Ma, Sc, Sc

7 Ma

8 Mu, Sc, Sc

1 Mathematics (28:59)

2 Science (61:57)

3 Mathematics (42:51)

4 Mathematics (40:45)

5A Mother tongue, Finnish (42:59)

5B Mother tongue, Finnish (38:51)

6A Science (44:44)

6B Science (39:31)

1 STR (59:08)

2 STR (52:09)

3 STR (54:40)

4 STR (21:08)

5A STR (72:13)

5B STR (15:03)

6A STR (56:40)

6B STR (19:05)

Teacher 4 1: Fi, Mag

2: Bg, Ma, Fi, Ph, Fig

3: Mag, Mag

4: Fi

5: Ma, Fi, Bg

1 Mother tongue, Finnish, group lesson (38:10)

2 Physics (42:33)

3 Mathematics, group lesson (40:55)

4 Mother tongue, Finnish (42:17)

5 Mathematics (45:13)

6 Biology (43:44)

7 Mother tongue, Finnish (45:14)

8 Biology (39:30)

1 STR (41:35)

2 STR (41:23)

3 STR (39:17)

4 STR (39:57)

5 STR (56:09)

6 STR (40:24)

7 STR (48:46)

8 STR (49:11)

TOTAL 82 observed lessons 32 videotaped lessons

The amount of transcribed videotaped material:

114647 words ~ 230 pages

32 STR

interviews

The amount of

transcribed STR-

material:

159210 words

~ 318 pages
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Appendix 4. The Letter of Consent for Parents about the Videotaping

(originally in Finnish)

Dear Parents, Helsinki 8.10.2003

I approach you kindly with an issue that relates to my doctoral dissertation research. I

work as an assistant at the University of Helsinki, at the Department of Applied Sciences

of Education and I am doing my doctoral studies there. My doctoral thesis handles class

teachers’ pedagogical thinking and action as well as their different practices during

teaching. I am collecting my research material in some comprehensive schools, and I have

got the permission to do this from the Education Department of the City of Helsinki. The

principal of xxx school and class teacher xxx have a positive attitude towards my

research. Class teacher xxx has promised to be one of my research participants.

I am collecting my research material using different methods. I observe the teacher’s

action in the classroom and I follow her or his teaching. In addition to this, I videotape

some lessons and interview the teacher using these videotaped lessons. The purpose of the

videotaping is to focus on observation of the teacher’s actions, not the students. Naturally,

when the videotaping is conducted in the teaching situation, the students will appear in

the videotape as well. All the videotaped data will be handled with confidence. The

names of the school, teacher, or students will not be made public in any phase of the

research. The research material may be viewed by the supervisors and the assessors of my

research. It is highly unlikely, that the original research material will be viewed during the

checking of the research.

I would kindly ask for your written permission to conduct my videotaping in the

classroom from you as parents. The videotaping will not affect harmfully the students’

everyday schoolwork and studying. I am hopeful that your attitude towards my data

collection will be positive. It is my intention to collect my data in class teacher xxx’s class

at the end of October and November.

I am willing to answer any questions you may have concerning my data collection. You

can contact me or present your questions to class teacher xxx.

With kind and co-operational wishes,

Auli Toom, Assistant

University of Helsinki

Tel. 09-191 29801, 040-5105741

E-mail: auli.toom@helsinki.fi

------------------------Please return as soon as possible to your teacher!-------------------------

Auli Toom’s doctoral dissertation research

The data collection for the doctoral dissertation can be conducted in class xx with my

permission.

Date: ___________________________________

Signature: _______________________________
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Appendix 5. The Descriptions of Teacher 1’s Lessons.

Explanation of pedagogical moment coding abbreviations:

PR=pedagogical relation [41 episodes]

DR=didactical relation [15 episodes]

CR=relation to content [0 episodes]

Table 5.1. The general description of teacher 1’s Lesson 1 and the chosen episodes.

SUBJECT: MOTHER TONGUE, FINNISH (duration 24:57)

TIME THE PHASE OF THE LESSON THE CHOSEN EPISODES

00:00 Introduction T1L1Fi, 00:55–01:33 PR

01:35 Collective reading exercise

04:19 Discussion about the content of the text

08:07 Discussion about the picture in the book T1L1Fi, 09:28–10:30 PR

T1L1Fi, 11.42–13:06 PR

T1L1Fi, 13:30–14:36 PR

15:14 Teacher’s storytelling

20:27 Questions about the story

24:12

-24:57

Ending

Table 5.2. The general description of teacher 1’s Lesson 2 and the chosen episodes.

SUBJECT: MOTHER TONGUE, FINNISH (duration 36:30)

TIME THE PHASE OF THE LESSON THE CHOSEN EPISODES

00:00 Introduction T1L2Fi, 00:10-00:21 PR

00:32 Collective reading exercise

02:31 Discussion about the text T1L2Fi, 04:51-05:32 PR

T1L2Fi, 06:29-06:42 PR

11:04 Homework reading T1L2Fi, 14:43-17:25 PR

T1L2Fi, 18:29-19:46 DR

T1L2Fi, 19:47-20:18 DR

20:33 Singing: a song in the ABC-book

27:28

-36:30

Homework T1L2Fi, 34:08-35:17 PR

T1L2Fi, 36:00-36:30 PR

Table 5.3. The general description of teacher 1’s Lesson 3 and the chosen episodes.

SUBJECT: SCIENCE (duration 44:13)

TIME THE PHASE OF THE LESSON THE CHOSEN EPISODES

00:00 Introduction

01:13 Discussion about the theme of the lesson: a human body T1L3Sc, 03:36-06:08 PR

T1L3Sc, 06:25-07:45 PR

T1L3Sc, 07:47-07:55 DR

T1L3Sc, 07:56-08:30 PR

T1L3Sc, 09:58-10:51 PR

T1L3Sc, 12:28-14:15 DR

T1L3Sc, 14:33-17:32 DR

T1L3Sc, 17:33-20:28 DR

T1L3Sc, 20:29-22:07 PR

22:16 Reading of the textbook

23:53 Teacher-directed discussion about the skeleton with

illustration materials

T1L3Sc, 28:26-30:07 PR

37:58 Textbook reading T1L3Sc, 40:21-41:48 PR

41:48

-44:13

Ending
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Table 5.4. The general description of teacher 1’s Lesson 4 and the chosen episodes.

SUBJECT: MOTHER TONGUE, FINNISH, GROUP LESSON (duration 37:30)

TIME THE PHASE OF THE LESSON THE CHOSEN EPISODES

00:00 Introduction

00:44 Collective writing instructions and exercises T1L4Fig, 03:26-04:37 PR

06:59 Individual writing exercises T1L4Fig, 10:30-11:53 DR

T1L4Fig, 12:07-13:16 DR

T1L4Fig, 14:37-15:17 PR

T1L4Fig, 18:07-18:37 PR

T1L4Fig, 18:38–19:58 PR

T1L4Fig, 23:44–25:05 DR

T1L4Fig, 27:24–28:50 PR

T1L4Fig, 30:49–31:30 PR

34:09

-37:30

Ending

Table 5.5. The general description of teacher 1’s Lesson 5 and the chosen episodes.

SUBJECT: SCIENCE, INTEGRATION WITH ARTS (duration 32:33)

TIME THE PHASE OF THE LESSON THE CHOSEN EPISODES

00:00 Introduction T1L5Sc, 00:05-03:33 PR

03:34 Instructions and materials for the art task T1L5Sc, 09:12-10:23 DR

14:22 Working phase T1L5Sc, 15:20-15:52 PR

T1L5Sc, 15:53-16:20 PR

T1L5Sc, 18:39-18:48 DR

T1L5Sc, 22:31–23:01 DR

T1L5Sc, 30:32–31:56 PR

31:56-

32:33

Ending

Table 5.6. The general description of teacher 1’s Lesson 6 and the chosen episodes.

SUBJECT: MOTHER TONGUE, FINNISH (duration 28:22)

TIME THE PHASE OF THE LESSON THE CHOSEN EPISODES

00:00 Introduction and preparation

00:49 Discussion about the importance of reading practice tasks

02:22 Individual hyphenation practice T1L6Fig, 04:00–06:26 PR

T1L6Fig, 08:30–08.57 PR

11:47 Collective reading task T1L6Fig, 11:47–14:15 DR

14:31 Individual homework reading T1L6Fig, 21:29–23:20 PR

23:32 Peer evaluation and feedback

27:50

-28:22

Ending

Table 5.7. The general description of teacher 1’s Lesson 7 and the chosen episodes.

SUBJECT: RELIGION (duration 44:13)

TIME THE PHASE OF THE LESSON THE CHOSEN EPISODES

00:00 Introduction T1L7Reg, 01:44-03:15 PR

03:15 Discussion about the previous theme: Advent T1L7Reg, 05:50-12:04 PR

12:24 Drawing task: Advent candles T1L7Reg, 17:23-18:03 PR

T1L7Reg, 21:58-22:51 PR

22:52 Orientation to new theme T1L7Reg, 22:52-25:46 PR

T1L7Reg, 25:48-28:50 PR
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T1L7Reg, 28:51-32:19 PR

T1L7Reg, 32:21–34:44 PR

T1L7Reg, 34:46–37:07 PR

37:15-

44:13

Ending

Table 5.8. The general description of teacher 1’s Lesson 8 and the chosen episodes.

SUBJECT: MOTHER TONGUE, FINNISH (duration 36:30)

TIME THE PHASE OF THE LESSON THE CHOSEN EPISODES

00:00 Orientation T1L8Fi, 00:04–01:02 DR

01:03 Collective reading practice T1L8Fi, 07:19–07:46 DR

T1L8Fi, 08:20–08:49 PR

15:13 Singing: a song in the ABC-book T1L8Fi, 22:25–26:24 PR

29:33 Discussion about the theme of the song

33:09 Singing: a song in the ABC-book

35:40

-36:30

Ending
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Appendix 6. The Descriptions of Teacher 2’s Lessons.

Explanation of pedagogical moment coding abbreviations:

PR=pedagogical relation [30 episodes]

DR=didactical relation [30 episodes]

CR=relation to content [6 episodes]

Table 6.1. The general description of teacher 2’s Lesson 1 and the chosen episodes.

SUBJECT: Mother tongue, Finnish (duration 39:46)

TIME THE PHASE OF THE LESSON THE CHOSEN EPISODES

00:00 Introduction T2L1Fi, 04:18-04:33 PR

05:32 Instructions for mother tongue project work T2L1Fi, 05:32-06:44 PR

12:43 Teacher directed collective discussion about word classes T2L1Fi, 14:46-15:28 PR

T2L1Fi, 15:59-16:18 DR

T2L1Fi, 18:30-18:56 DR

T2L1Fi, 21:00–23:38 DR

24:31 Pupils’ group work of word classes: instructions and working T2L1Fi, 27:20–27:33 PR

T2L1Fi, 30:28–31:22 DR

35:44

-39:46

Conclusions of group works T2L1Fi, 36:57–38:16 DR

Table 6.2. The general description of teacher 2’s Lesson 2 and the chosen episodes.

SUBJECT: Science (duration 35:44)

TIME THE PHASE OF THE LESSON THE CHOSEN EPISODES

00:00 Introduction

01:46 Teacher directed discussion: revision of previous theme and

orientation to new theme

T2L2Sc, 02:20-02:59 CR

T2L2Sc, 03:33-05:10 DR

T2L2Sc, 05:11-06:01 CR

07:05 Demonstration about the influence of the ice age and

formation of lakes in Finland

T2L2Sc, 08:59-10:02 CR

15:05 Pupil centered consideration of the Map of Finland:

formation of lakes in Finland

T2L2Sc, 16:56-19:58 DR

T2L2Sc, 24:44–25:43 DR

T2L2Sc, 25:44–25:57 PR

26:00 Collective textbook reading: lakes in Finland

34:04

-35:44

Ending

Table 6.3. The general description of teacher 2’s Lesson 3 and the chosen episodes.

SUBJECT: Mother tongue, Finnish (duration 35:51)

TIME THE PHASE OF THE LESSON THE CHOSEN EPISODES

00:00 Introduction

01:11 Expression exercise play: instructions and playing T2L3Fi, 03:51-04:16 DR

05:38 Expression exercise play: instructions and playing T2L3Fi, 07:21-07:54 PR

08:02 Expression exercise play: instructions and playing

10:11 Speech exercises: instructions and speeches T2L3Fi, 14:20-14:55 PR

T2L3Fi, 21:17-21:24 PR

T2L3Fi, 21:25-23:18 DR

T2L3Fi, 23:20-23:39 DR

T2L3Fi, 26:17-26:45 PR

35:00

-35:51

Ending
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Table 6.4. The general description of teacher 2’s Lesson 4 and the chosen episodes.

SUBJECT: Mathematics (duration 35:54)

TIME THE PHASE OF THE LESSON THE CHOSEN EPISODES

00:00 Introduction T2L4Ma, 01:41-02:30 PR

T2L4Ma, 02:40-02:57 DR

03:10 Formative mathematics test: instructions and carrying out T2L4Ma, 03:11-03:39 CR

T2L4Ma, 04:27-04:40 DR

T2L4Ma, 06:58-08:40 PR

T2L4Ma, 14:42-15:38 PR

T2L4Ma, 20:05-20:40 DR

T2L4Ma, 21:59-22:30 DR

T2L4Ma, 22:32-22:51 DR

32:11 Collective counting exercises on blackboard

35:01

-35:54

Ending

Table 6.5. The general description of teacher 2’s Lesson 5 and the chosen episodes.

SUBJECT: Mathematics, group lesson (duration 40:13)

TIME THE PHASE OF THE LESSON THE CHOSEN EPISODES

00:00 Introduction T2L5Mag, 00:02-02:14 PR

02:43 Collective counting exercises T2L5Mag, 07:45-08:54 CR

08:55 Individual exercises from mathematics book, individual

returning of formative mathematics tests

T2L5Mag, 20:05-28:04 DR

T2L5Mag, 29:04-30:08 DR

T2L5Mag, 31:04-32:02 DR

T2L5Mag, 32:08-34:12 DR

36:49

-40:13

Ending T2L5Mag, 38:26-38:42 PR

Table 6.6. The general description of teacher 2’s Lesson 6 and the chosen episodes.

SUBJECT: Science (duration 42:59)

TIME THE PHASE OF THE LESSON THE CHOSEN EPISODES

00:00 Orientation for group work T2L6Sc, 00:00-00:07 PR

04:58 Instructions for group work T2L6Sc, 05:00-07:46 PR

T2L6Sc, 07:47-09:35 DR

13:39 Group working phase T2L6Sc, 20:44-23:09 DR

27:16 Group work presentations and conclusions T2L6Sc, 31:29-32:34 DR

T2L6Sc, 34:03-36:20 CR

T2L6Sc, 38:47-39:39 PR

41:12

-42:59

Homework

Table 6.7. The general description of teacher 2’s Lesson 7 and the chosen episodes.

SUBJECT: Mother tongue, Finnish, group lesson (duration 36:53)

TIME THE PHASE OF THE LESSON THE CHOSEN EPISODES

00:00 Introduction T2L7Fig, 00:00-00:22 PR

01:39 Orientation and instructions for individual writing task T2L7Fig, 01:51-02:25 PR

T2L7Fig, 07:22-10:00 DR

T2L7Fig, 10:07-10:27 PR

T2L7Fig, 10:28-11:32 PR

11:44 Individual writing phase T2L7Fig, 12:55-13:23 PR

T2L7Fig, 13:42-14:37 PR

T2L7Fig, 17:40-18:39 DR

T2L7Fig, 20:52-21:07 PR

T2L7Fig, 21:29-23:19 DR

T2L7Fig, 23:30-25:07 DR
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T2L7Fig, 25:30-26:24 PR

T2L7Fig, 26:25-26:39 PR

T2L7Fig, 28:10-29:44 DR

T2L7Fig, 29:59-31:10 DR

35:46

-36:53

Ending

Table 6.8. The general description of teacher 2’s Lesson 8 and the chosen episodes.

SUBJECT: Mother tongue, Finnish (duration 43:56)

TIME THE PHASE OF THE LESSON THE CHOSEN EPISODES

00:00 Introduction T2L8Fi, 00:08-01:41 PR

T2L8Fi, 02:39-03:48 PR

03:48 Individual book presentations

16:48 Expression exercise play: instructions and playing T2L8Fi, 19:06-19:15 DR

T2L8Fi, 39:25-40:09 PR

T2L8Fi, 43:00-43:45 PR

43:46

-43:56

Ending
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Appendix 7. The Descriptions of Teacher 3’s Lessons.

Explanation of pedagogical moment coding abbreviations:

PR=pedagogical relation [30 episodes]

DR=didactical relation [49 episodes]

CR=relation to content [4 episodes]

Table 7.1. The general description of teacher 3’s Lesson 1 and the chosen episodes.

SUBJECT: Mathematics (duration 28:59)

TIME THE PHASE OF THE LESSON THE CHOSEN EPISODES

00:00 Introduction T3L1Ma, 02:05-03:32 DR

T3L1Ma, 04:50-05:37 PR

05:38 Collective homework checking: examples on blackboard T3L1Ma, 06:57-08:17 PR

T3L1Ma, 11:20-12:38 PR

T3L1Ma, 16:19-17:15 PR

T3L1Ma, 17:47-19:50 DR

T3L1Ma, 19:52-23:20 DR

T3L1Ma, 24:17-26:37 DR

28:28

-28:59

Ending

Table 7.2. The general description of teacher 3’s Lesson 2 and the chosen episodes.

SUBJECT: Science (duration 61:57)

TIME THE PHASE OF THE LESSON THE CHOSEN EPISODES

00:00 Introduction

01:01 Instructions for continent game project work in groups T3L2Sc, 04:30-05:59 DR

06:00 Group working phase with continent game project T3L2Sc, 06:05-06:33 PR

T3L2Sc, 06:34-06:56 DR

T3L2Sc, 08:24-09:55 DR

T3L2Sc, 09:56-10:29 DR

T3L2Sc, 21:44-23:08 DR

T3L2Sc, 23:09-24:11 DR

T3L2Sc, 26:22-28:09 DR

T3L2Sc, 34:20-36:21 DR

T3L2Sc, 40:56-42-44 DR

T3L2Sc, 45:07-46:39 DR

T3L2Sc, 48:12-48:27 PR

T3L2Sc, 48:49-49:55 DR

T3L2Sc, 50:41-55:30 PR

59:57

-61:57

Ending

Table 7.3. The general description of teacher 3’s Lesson 3 and the chosen episodes.

SUBJECT: Mathematics (duration 42:51)

TIME THE PHASE OF THE LESSON THE CHOSEN EPISODES

00:00 Problem solving exercises in pair work: the connection

between fractions and decimals

T3L3Ma, 01:44-03:30 DR

T3L3Ma, 03:33-03:57 DR

T3L3Ma, 04:05-05:52 DR

T3L3Ma, 05:54-10:07 DR

10:39 Collective discussion about the problem solving exercises T3L3Ma, 11:12-12:28 PR

T3L3Ma, 12:55-13:31 PR

T3L3Ma, 14:56-15:16 PR

18:17 Problem solving exercises with calculator: connection

between fractions and decimals; in pair work

T3L3Ma, 20:55-21:04 DR

22:34 Collective discussion about the problem solving exercises

25:05 Individual mathematics exercises from mathematics book T3L3Ma, 26:31-26:57 DR
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-42:51 T3L3Ma, 27:40-28:38 PR

T3L3Ma, 29:39-30:44 PR

T3L3Ma, 31:21-36:21 DR

T3L3Ma, 36:25-37:37 PR

T3L3Ma, 38:17-42:50 DR

Table 7.4. The general description of teacher 3’s Lesson 4 and the chosen episodes.

SUBJECT: Mathematics (duration 40:45)

TIME THE PHASE OF THE LESSON THE CHOSEN EPISODES

00:00 Collective discussion: connection between fractions and

decimals

T3L4Ma, 01:01-01:24 PR

T3L4Ma, 02:08-02:25 PR

T3L4Ma, 04:47-05:36 PR

12:09 Fraction game in pairs: instructions and playing

(30:59- Additional reference game in pairs)

T3L4Ma, 13:59-14:58 PR

T3L4Ma, 17:22-24:22 DR

T3L4Ma, 24:21-25:53 PR

T3L4Ma, 28:00-28:51 DR

36:22 Homework

39:22

-40:45

Ending

Table 7.5. The general description of teacher 3’s Lesson 5A and the chosen episodes.

SUBJECT: Mother tongue, Finnish (duration 42:59)

TIME THE PHASE OF THE LESSON THE CHOSEN EPISODES

00:00 Introduction T3L5AFi, 00:00-00:15 DR

00:54 Teacher directed phase about word classes; verbs T3L5AFi, 10:20-10:54 DR

T3L5AFi, 13:18-14:14 DR

T3L5AFi, 19:46-21:16 DR

T3L5AFi, 21:21-21:46 CR

T3L5AFi, 23:18-24:38 PR

T3L5AFi, 26:11-26:51 CR

T3L5AFi, 30:01-31:27 CR

32:44 Individual verb exercise T3L5AFi, 34:17-36:58 CR

T3L5AFi, 38:27-38:57 DR

T3L5AFi, 40:31-41:03 DR

T3L5AFi, 41:24-41:57 DR

42:36

-42:59

Ending

Table 7.6. The general description of teacher 3’s Lesson 5B and the chosen episodes.

SUBJECT: Mother tongue, Finnish (duration 38:51)

TIME THE PHASE OF THE LESSON THE CHOSEN EPISODES

00:00 Linguistic correctness exercise in pairs: instructions and

working phase

T3L5BFi, 03:22-05:28 DR

T3L5BFi, 14:24-16:29 PR

T3L5BFi, 16:30-17:18 DR

19:52 Collective discussion and exercise checking

36:22 Homework

37:49

-38:51

Ending

Table 7.7. The general description of teacher 3’s Lesson 6A and the chosen episodes.

SUBJECT: Science (duration 44:44)

TIME THE PHASE OF THE LESSON THE CHOSEN EPISODES

00:00 Instructions for continent game project work in groups

04:57

-44:44

Group working phase with continent game project T3L6ASc, 05:01-05:15 PR

T3L6ASc, 05:16-05:34 PR
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T3L6ASc, 05:44-08:18 DR

T3L6ASc, 16:07-18:14 DR

T3L6ASc, 18:25-19:52 DR

T3L6ASc, 19:53-21:07 DR

T3L6ASc, 21:08-26:01 DR

T3L6ASc, 29:38-35:18 PR

T3L6ASc, 35:24-38:22 DR

T3L6ASc, 38:23-41:56 PR

Table 7.8. The general description of teacher 3’s Lesson 6B and the chosen episodes.

SUBJECT: Science (duration 39:31)

TIME THE PHASE OF THE LESSON THE CHOSEN EPISODES

00:00 Group working phase with continent game project T3L6BSc, 00:53-03:17 DR

T3L6BSc, 05:15-05:45 PR

T3L6BSc, 07:07-09:22 DR

T3L6BSc, 09:30-10:37 DR

T3L6BSc, 10:33-11:50 PR

T3L6BSc, 13:36-14:07 DR

T3L6BSc, 16:10-16:54 DR

T3L6BSc, 19:03-20:20 DR

T3L6BSc, 21:16-21:43 PR

T3L6BSc, 22:46-24:41 DR

T3L6BSc, 24:42-28:41 DR

T3L6BSc, 28:47-29:07 DR

T3L6BSc, 29:20-30:14 PR

T3L6BSc, 30:14-30:22 PR

T3L6BSc, 38:21-39:26 PR

39:27

-39:31

Ending
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Appendix 8. The Descriptions of Teacher 4’s Lessons.

Explanation of pedagogical moment coding abbreviations:

PR=pedagogical relation [32 episodes]

DR=didactical relation [40 episodes]

CR=relation to content [8 episodes]

Table 8.1. The general description of teacher 4’s Lesson 1 and the chosen episodes.

SUBJECT: Mother tongue, Finnish, group lesson (duration 38:10)

TIME THE PHASE OF THE LESSON THE CHOSEN EPISODES

00:00 Introduction

01:30 Individual text book reading O4t1äir, 03:10-04:25 PR

O4t1äir, 06:26-06:42 DR

07:47 Collective discussion about the text O4t1äir, 07:47-08:53 CR

O4t1äir, 08:56-10:12 DR

12:02 Individual practice book exercises O4t1äir, 15:21-15:30 PR

17:58 Collective exercise checking O4t1äir, 19:30-19:59 CR

O4t1äir, 20:00-21:33 DR

23:57 Individual writing exercise O4t1äir, 25:21-25:38 PR

O4t1äir, 29:01-29:15 PR

O4t1äir, 30:15-30:50 PR

31:42 Collective exercise checking and discussion O4t1äir, 31:42-32:51 PR

O4t1äir, 32:52-33:25 PR

37:05-

38:10

Homework

Table 8.2. The general description of teacher 4’s Lesson 2 and the chosen episodes.

SUBJECT: Physics (duration 42:33)

TIME THE PHASE OF THE LESSON THE CHOSEN EPISODES

00:00 Introduction O4t2fy, 02:18-03:20 PR

03:22 Teacher directed discussion about the requirements of the

burning reaction

O4t2fy, 03:22-06:25 DR

06:26 Demonstration of burning reaction O4t2fy, 08:29-11:56 CR

11:57 Collective textbook reading about water molecules O4t2fy, 15:45-16:03 PR

O4t2fy, 17:05-17:40 PR

O4t2fy, 17:41-19:03 DR

19:41 Instructions for water molecule exercise O4t2fy, 19:42-20:21 DR

O4t2fy, 20:27-21:51 DR

O4t2fy, 27:45-28:00 DR

29:27

-42:33

Conclusions and the questions of the characters of water

molecule

O4t2fy, 29:29-30:11 PR

O4t2fy, 30:25-42:27 DR

Table 8.3. The general description of teacher 4’s Lesson 3 and the chosen episodes.

SUBJECT: Mathematics, group lesson (duration 40:55)

TIME THE PHASE OF THE LESSON THE CHOSEN EPISODES

00:00 Introduction

01:01 Teacher directed instructional phase about rounding O4t3mar, 05:25-05:58 PR

O4t3mar, 06:08-09:43 CR

O4t3mar, 09:47-11:59 DR

12:01 Individual counting exercises from exercise books O4t3mar, 13:17-13:36 DR

O4t3mar, 13:55-14:48 DR

O4t3mar, 15:01-15:55 DR

O4t3mar, 15:55-17:06 DR

O4t3mar, 17:28-17:51 DR

O4t3mar, 18:05-18:43 DR
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O4t3mar, 23:38-24:15 DR

O4t3mar, 26:48-27:47 DR

O4t3mar, 31:10-31:34 DR

35:35 Homework checking, new homework

39:41

-40:55

Ending

Table 8.4. The general description of teacher 4’s Lesson 4 and the chosen episodes.

SUBJECT: Mother tongue, Finnish (duration 42:17)

TIME THE PHASE OF THE LESSON THE CHOSEN EPISODES

00:00 Introduction O4t4äi, 01:02-02:04 PR

O4t4äi, 04:00-04:59 PR

05:40 Teacher directed discussion about sign pictures O4t4äi, 14:05-16:23 PR

O4t4äi, 16:32-19:16 DR

24:17 Collective reading of textbooks and discussion O4t4äi, 25:59-27:13 PR

O4t4äi, 28:41-31:50 DR

O4t4äi, 33:46-35:36 CR

O4t4äi, 35:38-36:21 PR

O4t4äi, 38:23-39:55 CR

40:00 Homework instructions O4t4äi, 40:01-41:10 DR

41:10-

42:17

Ending of the lesson

Table 8.5. The general description of teacher 4’s Lesson 5 and the chosen episodes.

SUBJECT: Mathematics (duration 45:13)

TIME THE PHASE OF THE LESSON THE CHOSEN EPISODES

00:00 Introduction O4t5ma, 02:13-04:18 PR

O4t5ma, 04:22-05:47 PR

05:48 Teacher directed phase: decimals O4t5ma, 06:39-08:21 PR

08:23 Individual mental arithmetics

15:15 Teacher directed phase: decimals O4t5ma, 15:36-17:12 DR

20:23 Individual counting: math book tasks O4t5ma, 22:41-24:37 DR

O4t5ma, 24:41-25:01 DR

O4t5ma, 25:09-25:39 DR

O4t5ma, 27:54-28:43 DR

O4t5ma, 30:50-31:02 PR

O4t5ma, 32:38-32:54 PR

O4t5ma, 37:26-39:17 DR

O4t5ma, 39:34-39:42 PR

O4t5ma, 42:30-43:13 PR

43:14-

45:13

Homework instructions

Table 8.6. The general description of teacher 4’s Lesson 6 and the chosen episodes.

SUBJECT: Biology (duration 43:44)

TIME THE PHASE OF THE LESSON THE CHOSEN EPISODES

00:00 Introduction O4t6bg, 03:36-03:45 PR

03:45 Teacher directed discussion: the systematic classification of

animals

O4t6bg, 03:46-06:04 DR

O4t6bg, 09:42-11:45 DR

11:46 Collective discussion: birds in cities

14:48 Collective reading of biology textbooks and discussion O4t6bg, 20:06-21:43 DR

O4t6bg, 26:52-28:48 DR

30:45 Consideration of the bird pictures O4t6bg, 30:45-31:53 PR

34:10 Listening to bird sounds (failed)

35:51-

43:44

Discussion about biology exam
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Table 8.7. The general description of teacher 4’s Lesson 7 and the chosen episodes.

SUBJECT: Mother tongue, Finnish (duration 45:14)

TIME THE PHASE OF THE LESSON THE CHOSEN EPISODES

00:00 Introduction

01:50 Teacher directed phase: revision of word classes O4t7äi, 05:08-06:12 DR

O4t7äi, 06:41-08:23 DR

08:28 Dictation O4t7äi, 10:55-12:33 PR

O4t7äi, 16:51-17:53 CR

O4t7äi, 17:58-19:00 CR

19:27 Teacher directed discussion, word class exercises O4t7äi, 20:51-22:08 DR

O4t7äi, 23:00-23:40 DR

24:00 Individual word class exercises, collective checking

29:43 Teacher directed discussion, word class exercises O4t7äi, 30:49-33:22 PR

O4t7äi, 33:25-34:32 DR

34:39 Individual word class exercises, collective checking

38:32 Word class dictation

43:30

-45:14

Homework instructions

Table 8.8. The general description of teacher 4’s Lesson 8 and the chosen episodes.

SUBJECT: Biology (duration 39:30)

TIME THE PHASE OF THE LESSON THE CHOSEN EPISODES

00:00 Introduction

00:43 Collective orientating discussion O4t8bg, 01:34-02:07 PR

O4t8bg, 08:20-09:12 PR

09:14 Collective textbook reading, discussion about the text O4t8bg, 13:12-14:11 DR

O4t8bg, 14:13-16:30 PR

O4t8bg, 20:14-24:37 DR

O4t8bg, 24:46-25:39 PR

29:18 Teacher directed revision of the text O4t8bg, 30:26-32:03 DR

38:57

-39:30

Exam reminder
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Appendix 9. The Classification Framework of Teacher 1’s STR-data analysis

The amount of thought units: 341

The amount of codings: 541

TEACHER Teacher’s Pedagogical Authority [57 codings]

STUDENT Student’s Role
-Student’s Activeness [6 codings]

-Student’s Conscientiousness [14 codings]

-Student’s Learning Difficulties [8 codings]

-Student’s Difficulties in Concentration [46 codings]

CONTENT Awareness of Nature of Content [11 codings]

PEDAGOGICAL Teacher’s Manners and Habits

RELATION -Teacher’s Proper and Clear Intervention [22 codings]

-Teacher’s Immediate and Repetitive Intervention [15 codings]

-Teacher’s Positive and Supportive Action [28 codings]

-Encouraging to Discussions [30 codings]

-Emphasising Student’s Responsibility [19 codings]

-Emphasising Working and Studying [17 codings]

Teacher’s Tactfulness
-Consideration of Others [24 codings]

-Creation of Secure Atmosphere [44 codings]

-Allowing Expression of Feelings [12 codings]

-Mastering with Gestures and Expressions [35 codings]

-Teacher’s Patient Action [30 codings]

-Teacher’s Spontaneous Action [18 codings]

-Teacher’s Situational Sensitivity as Challenge [8 codings]

TEACHER’S -

RELATION

TO CONTENT

DIDACTICAL Implementation of Teaching

RELATION -Mastering with Organization of Teaching [13 codings]

-Decisions Concerning Teaching Methods as Challenge [11 codings]

Guidance of Student’s Studying
-Directing Beginning of Student’s Studying [18 codings]

-Thorough Guidance of Student’s Studying [15 codings]

-Noticing Student’s Experiences [10 codings]

-Student’s Motivating as Challenge [30 codings]
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Appendix 10. The Classification Framework of Teacher 2’s STR-data analysis

The amount of thought units: 225

The amount of codings: 392

TEACHER Teacher’s Pedagogical Authority [35 codings]

STUDENT Student’s Role
-Student’s Activeness [22 codings]

-Student’s Conscientiousness [12 codings]

-Student’s Working Difficulties [7 codings]

CONTENT -

PEDAGOGICAL Teacher’s Manners and Habits

RELATION -Maintaining Good Class Discipline [22 codings]

-Intervention in Inappropriate Action [20 codings]

-Noticing Student’s Opinions [18 codings]

-Noticing Student’s Abilities [12 codings]

-Supporting Student [27 codings]

Teacher’s Tactfulness
-Maintaining Positive Atmosphere [30 codings]

-Teacher’s Spontaneous Action [18 codings]

-Teacher’s Situational Sensitivity as Challenge [3 codings]

TEACHER’S Organisation of Content of Teaching

RELATION -Awareness of Aims of Teaching [4 codings]

TO CONTENT -Concentration on Content of Teaching [27 codings]

DIDACTICAL Organisation of Teaching

RELATION -Preparation of Teaching [3 codings]

-Implementation of Student-Centred Teaching [13 codings]

-Noticing Student’s Collaboration [7 codings]

-Using Suitable Teaching Material [31 codings]

Guidance of Student’s Studying
-Guidance of Student’s Thinking [49 codings]

-Maintaining Student’s Working [32 codings]
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Appendix 11. The Classification Framework of Teacher 3’s STR-data analysis

The amount of thought units: 453

The amount of codings: 727

TEACHER Teacher’s Pedagogical Authority [48 codings]

STUDENT Student’s Pedagogical Authority
-Student’s Self-Direction [92 codings]

-Student’s Responsibility [59 codings]

-Student’s Argumentation Ability [7 codings]

CONTENT Noticing Nature of Content [29 codings]

PEDAGOGICAL Teacher’s Manners and Habits

RELATION -Allowing Student’s Opinions [31 codings]

-Noticing Student’s Working [23 codings]

-Using Student’s Peer Group Support [20 codings]

-Supporting Student’s Self-Confidence [16 codings]

-Allowing Mistakes [13 codings]

-Allowing Student’s Individuality [38 codings]

Teacher’s Tactfulness
-Maintaining Positive Atmosphere [41 codings]

-Student’s Patient Guidance [15 codings]

-Teacher’s Spontaneous Action [24 codings]

TEACHER’S Handling of Content of Teaching

RELATION -Systematic Handling of Content of Teaching [22 codings]

TO CONTENT - Specifying Details of Content of Teaching [36 codings]

DIDACTICAL Creating Preconditions of Studying

RELATION -Predicting Student’s Working [9 codings]

-Emphasising Student’s Individual Interests [22 codings]

-Clarification of Student’s Phase of Thinking [11 codings]

-Thoroughness of Instructions [7 codings]

Promoting Studying
-Direction of Student’s Thinking [69 codings]

-Student’s Thorough Guidance [48 codings]

-Emphasising Students’ Collaboration [29 codings]

-Using Literary Teaching Material [8 codings]

-Using Illustrative Teaching Material [10 codings]
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Appendix 12. The Classification Framework of Teacher 4’s STR-data analysis

The amount of thought units: 343

The amount of codings: 712

TEACHER Teacher’s Pedagogical Authority [53 codings]

STUDENT Student’s Pedagogical Authority
-Student’s Activity [28 codings]

-Student’s Responsibility [32 codings]

CONTENT Nature of Content
- Topicality of Content [11 codings]

PEDAGOGICAL Teacher’s Manners and Habits

RELATION -Noticing Student’s Individuality [28 codings]

-Allowing Humour [15 codings]

-Proper and Clear Intervention [24 codings]

Teacher’s Tactfulness
-Discretion [21 codings]

-Mastering with Gestures and Expressions [34 codings]

-Maintaining Positive Atmosphere [11 codings]

-Teacher’s Spontaneous Action [14 codings]

TEACHER’S Mastering Content of Teaching

RELATION -Thorough Expertise of Content of Teaching [7 codings]

TO CONTENT -Clarification of Content of Teaching [72 codings]

-Reviewing Central Concepts of Content of Teaching [65 codings]

DIDACTICAL Creating Preconditions of Studying

RELATION -Noticing Student’s Experiences [22 codings]

-Emphasising Interactivity of Teaching [10 codings]

-Specifying Instructions [43 codings]

Promoting Studying
-Direction of Student’s Thinking [82 codings]

-Illustrating Content of Teaching [49 codings]

-Guidance by Asking Questions [25 codings]

-Maintaining Student’s Studying [16 codings]

-Ensuring Student’s Understanding [50 codings]
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