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Abstract 

This chapter discusses the process of fostering coherence in teacher educa-
tion in Finland through a teacher competence model: the Multidimensional 
Adapted Process Model of Teaching (Metsäpelto et al., 2022). Originally 
developed to facilitate nationally unified student selection for initial teacher 
education, the MAP model represents a collective interpretation of teaching 
quality made by an expert panel from seven Finnish universities organizing 
teacher education. It encompasses the current evidence base and prevailing 
discourses on what teachers ought to know and be able to do. In this chapter, 
we examine recent trends in the Finnish educational landscape and present 
the argument that the MAP model holds promise for enhancing aspects of 
coherence within teacher education in both respect to its goals, emphases and 
shared guidelines as well as its implemented curricula across different units.
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Additionally, we present findings from an analysis comparing the curricula of 
primary school teacher education programs (grades 1 to 6) in two universities, 
which provides evidence of systemic coherence. The chapter concludes by 
offering a critical reflection on the implications of adopting a generic teacher 
competence model for fostering coherence in teacher education. 
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11.1 Introduction 

Program coherence in teacher education refers to the extent to which the core 
ideas of teaching and learning are shared by individuals involved in educating 
students in teacher education programs; and the degree to which the various 
components of teacher education—learning goals and contents in the curricu-
lum, instructional methods, assessment, coursework, and fieldwork—are aligned 
in supporting the high-quality teacher education and the development of effec-
tive teachers for the future (Hammerness, 2006; Tatto, 1996). To make informed 
decisions about curriculum design to enhance program coherence, stakeholders 
in teacher education need to have a shared understanding and a clear vision of 
the program’s purpose, objectives, and expected outcomes (Cavanna et al., 2021; 
Hammerness & Klette, 2015). However, creating a shared vision in teacher edu-
cation can be difficult for several reasons, for instance, due to teacher education 
having diverse stakeholders with different perspectives, interests, and agendas 
(Richmond et al., 2019). Hence, to negotiate coherence, it is critical to involve 
stakeholders in dialogue which can make use of existing frameworks and models 
for effective teaching. 

This chapter describes the process of developing a common vision or frame-
work for program coherence in Finland by creating a teacher competence model 
titled Multidimensional Adapted Process Model of Teaching, which is referred to 
as the MAP model for short (Metsäpelto et al., 2022). We will first describe the 
context of initial teacher education in Finland. Then, with the MAP model serving 
as a guiding framework, we will discuss the benefits of building program coher-
ence for teacher education in terms of internal consistency and interconnectedness 
of concepts, theories, and practices (conceptual coherence; e.g., Canrinus et al., 
2017; Grossman et al., 2008). Special focus will be on coherence across learning
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opportunities within a specific study phase or subject area (horizontal coher-
ence; Grossman et al., 2009) and over the course of studies (vertical coherence; 
Darling-Hammond, 2017) from student selection at entry phase to the transition 
to working life and in-service phase. We will also address the challenge of pro-
moting institutional (Hermansen, 2020) and  systemic coherence (Wilson et al., 
2022) by fostering a shared understanding of teaching within educational institu-
tions and across the national teacher education system. In this context, we present 
results from our analysis of the curricula of two universities, specifically examin-
ing the systemic coherence of the initial teacher education programs for primary 
school teachers. The chapter concludes by providing a critical reflection on the 
implications of adopting a generic teacher competence model in the pursuit of 
coherence in teacher education. 

11.2 The Context: Finnish Teacher Education 

Finland is widely recognized as a country that highly values the teaching pro-
fession. In Finland, initial teacher education (ITE) programs are structured as a 
three-year bachelor’s degree followed by a two-year master’s degree. These pro-
grams encompass a comprehensive curriculum that includes studies in education 
sciences, subject-specific content, pedagogy and research methods combined with 
several teaching practices. While primary school and special education teacher 
students graduate at the master’s level, early childhood education teacher stu-
dents receive their teacher’s degrees at the bachelor’s level. However, those who 
aspire to assume leadership positions in the educational field can pursue further 
studies at the master’s level. 

The popularity of many ITE programs (especially primary school and spe-
cial education) in Finland is remarkable, evidenced by a significantly higher 
number of applicants compared to the limited number of available spots. This 
reflects the high regard for the teaching profession and the value placed on qual-
ity teacher education in the country. Overall, Finnish teacher education strives 
to produce highly competent, reflective, and research-informed educators who 
are well-prepared to meet the diverse needs of students and contribute to the 
improvement of education as a whole. 

Initial teacher education in Finland is primarily organized by eight universi-
ties located across different regions of the country. These universities have high 
autonomy in shaping the specific content and structure of their programs, and 
they are geographically dispersed to ensure that teacher education programs are 
accessible to students from various parts of Finland.
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11.3 Developing a Shared Vision: Multidimensional 
Adapted Process Model of Teaching 

By working together, stakeholders involved in teacher education can negotiate 
a shared vision of the goals of teacher education—constituting high teaching 
quality—that support the development of effective teachers. In Finland, build-
ing a shared vision of teaching quality became necessary to support the process 
of selecting students for initial teacher education, which was reformed in the 
year 2020. Teacher education in Finland differs from many other countries 
in that prospective teachers undergo a rigorous student selection process prior 
to beginning of their studies. The two-phase student selection is designed to 
assess the suitability of prospective teachers for the profession and their potential 
to excel in the demanding teacher education program. The first phase of stu-
dent selection evaluates the applicants’ cognitive skills by utilizing matriculation 
examination scores and a source-based multiple-choice test designed annually for 
this purpose (Haataja et al., 2023). The second phase involves an aptitude test, 
which includes multiple short interviews, such as assessing applicants’ social and 
problem-solving skills and communication abilities (Metsäpelto et al., 2022). 

With thousands of applicants participating in the two-phase selection process 
every year, organizing the entrance examination for teacher education in Finland 
demands significant resources and investment from the universities. Given that 
there is no separate qualification phase at the end of teacher education studies, 
student selection serves as a crucial gatekeeper in the Finnish educational system. 
Therefore, ensuring the validity and reliability of the entrance examination is of 
utmost importance, and student selection methods must be grounded in research 
and incorporate best practices in the field (e.g., Haataja et al., 2023; Metsäpelto 
et al., 2022). 

As part of the 2020 reform, the selection process for teacher education was 
standardized across all eight universities that offer such programs, allowing appli-
cants to apply to multiple programs (such as primary school teacher education, 
special teacher education, and early childhood education) within a single univer-
sity or to multiple universities by taking a single entrance examination, which is 
administered and scored uniformly. Developing a national joint entrance exam-
ination required a shared understanding of the qualities that define effective, 
high-quality teaching. This involved establishing a common understanding among 
stakeholders across universities regarding the key skills in teacher profession 
that are developed and nurtured during teacher education studies, as well as the 
skills and competencies expected of applicants during the entry phase and, thus, 
evaluated during the student selection phase.
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The challenge of forming a common framework or model depicting teacher’s 
key competences was unprecedented in the Finnish educational landscape (or 
even internationally), as representatives of teacher education institutions had 
not previously strived to form a shared vision, even though some organizing 
principles had been shared among teacher education programs across different 
universities. One such principle is adherence to research-based teacher educa-
tion, which has been described as a paradigm, orientation, leading principle or 
an organising theme of Finnish teacher education (Krokfors et al., 2011; Toom 
et al., 2010). The principle that the contents of the curriculum and the practice of 
implementation of teacher education are guided by scientific research and knowl-
edge was also the starting point for the design of the current teacher competence 
model, the MAP model. 

The MAP model was built by an expert panel that included representatives 
from seven universities offering university-based initial teacher education degree 
programs in Finland. The work was part of the OVET project (2017–2020; https:// 
sites.utu.fi/ovet/en/) funded by the Finnish Ministry of Education and Culture. 
An expert panel conducted a thorough examination of academic literature and 
studies on education to create a consensus and analyze the prevailing discourse 
in the field. The process of building a model also included discussions at each 
university with a pool of teacher educators, researchers, and representatives of 
the universities’ Teacher Training Schools. The preliminary model was also pre-
sented to national stakeholders, including representatives from the Ministry of 
Education and Culture and the Trade Union of Education in Finland in profes-
sional meetings. The model was presented in several international conferences, 
and discussions were carried out with Professor Sigrid Blömeke, who, with her 
colleagues, had published the original teacher competence model on which the 
MAP model was based. 

The development of the MAP model was a challenging but ultimately 
rewarding collaborative endeavor involving expert panel members from seven 
universities, who brought with them diverse organizational backgrounds, unique 
values, and identities shaped by local policy environments and social and cultural 
conventions (Hermansen, 2020). The process of building the model has been 
described in detail by Metsäpelto and colleagues (2022). Briefly, in a multior-
ganizational setting, a multivoiced dialogue was initiated, incorporating features 
of an expansive learning cycle (Engeström & Sannino, 2010). Several cycles of 
panel discussions were conducted that revealed differing views, contradictions, 
and personal and institutional sense-making. The differing views became the driv-
ing force of the development of common framework of teacher competence that 
required collective agency and reflection of the key domains in teacher profession.

https://sites.utu.fi/ovet/en/
https://sites.utu.fi/ovet/en/
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The first phases of model building process included specifying the goal, 
searching for information, and brainstorming. Blömeke et al.’s (2015) teacher 
competence model was selected as the starting point for the MAP model. This 
model outlines teacher competences as a continuum where dispositions (e.g., 
teacher knowledge, affect, motivation) are dynamically interlinked with observ-
able job performance (e.g., quality of instruction), and the situation-specific skills 
such as ability to perceive and interpret classroom interaction and make decisions 
on instruction to mediate the connection between these two domains of compe-
tence. To create the MAP model, the expert panel undertook a rigorous process of 
refining and specifying competencies from Blömeke et al.’s (2015) model. This 
process involved conducting a thorough review of relevant research (Grant & 
Booth, 2009) and engaging in dialogue to encourage individual and group reflec-
tion. The aim was to create a model that could represent the diverse contexts 
of the teaching profession, spanning from early to special education and con-
tent disciplines. The next step consisted of establishing the research base and 
the last steps of refining and finalizing the model in terms of agreeing on the 
key constructs, their operationalizations and relations. The iterative process of 
revisiting the key competence domains continued for 16 months. The resulting 
MAP model was a collective interpretation of the current evidence base and the 
prevailing discourses on what teachers should know and be able to do. The MAP 
model is presented in Fig. 1. 

Fig. 1 The Multidimensional Adapted Process Model of Teaching (the MAP model), 
adapted from Blömeke, Gustaffson and Shavelson (2015)
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The MAP model depicts the process of teaching and student learning as a 
dynamic system. Instead of constructing teacher competences narrowly through 
a limited set of skills, teaching is viewed as a multidimensional process that 
involves multiple components, such as teacher knowledge, social and emotional 
skills, beliefs and values, and instructional practices and emotional support, which 
all contribute to teaching quality and outcomes of teaching and learning at the 
student level. Student outcomes are broadly defined to include, for instance, stu-
dent gains in basic academic skills and learning objectives but also motivational, 
social, and affective outcomes and student engagement in learning (Seidel & 
Shavelson, 2007). 

An important conceptual distinction in the MAP model differentiates between 
teacher’s individual competencies and teaching competences. The category of 
individual competencies refers to underlying yet developing competencies, such 
as knowledge base of teaching and learning, cognitive and social skills, personal 
orientations (management of oneself in the role of teacher, e.g., teacher identity 
and motivation for teaching career) and professional wellbeing (see Table 1).

The category of teaching competences refers, first, to teaching practices, 
defined through the quality of classroom processes. Classroom quality is affected 
by the teacher’s ability to organize optimal learning environments to maximize 
students’ engagement and knowledge-building and to facilitate a community of 
learners. For instance, according to Hamre et al. (2013), high-quality classrooms 
are characterized by a positive emotional atmosphere and teacher’s skills to 
respond sensitively to students’ needs. There are also clear behavioral expec-
tations and proactive classroom behavior management strategies combined with 
instructional support that promotes students’ higher order thinking and expands 
their understanding. 

The category of teaching competences, as defined in the MAP model, includes 
a range of responsibilities beyond the classroom, collectively referred to as pro-
fessional practices. These practices involve tasks such as planning and preparing 
instruction, organizing learning content into lessons that help students achieve 
their learning objectives, and employing analytical skills to select appropriate 
learning goals, assessment methods, materials, and resources. Other professional 
practices involve effectively communicating with parents and involving them in 
school partnerships, actively engaging in professional communities, advancing 
one’s professional development, and demonstrating a motivational drive to incor-
porate new knowledge into practice. Additionally, these practices include taking 
on leadership roles and contributing to pedagogical development within one’s 
school community (Metsäpelto et al., 2022).
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Table 1 Descriptions of individual competencies in the MAP model and the frequency of 
mentions in the curricula of two universities 

MAP Category Description Number of mentions in curricula 

All UTU* JYU** 

1 Knowledge base of 
teaching and learning 

271 126 145 

Content knowledge Subject-specific knowledge 
of facts, concepts, and 
theories 

98 48 50 

Pedagogical 
knowledge 

Cross-curricular knowledge 
of pedagogical principles and 
strategies (e.g., motivation) 

21 6 15 

Pedagogical content 
knowledge 

Knowledge combining the 
content of the subject and 
teaching practice (e.g., 
differentiation) 

111 54 57 

Practical knowledge “Wisdom of practice” built 
through practical teaching 
experiences and their 
reflection 

7 2 5 

Contextual knowledge Knowledge of the school 
system and curriculum (e.g., 
effect of economic factors on 
schooling) 

34 16 18 

2 Cognitive thinking 
skills 

155 72 83 

Higher order thinking 
skills 

Understanding, interpreting, 
classifying, comparing, 
analyzing, and applying 
information 

55 19 36 

Critical thinking Analyzing ideas and 
arguments, and using 
reasoning to formulate 
beliefs and solve problems 

17 6 11 

Creativity Generating original or 
inventive ideas, willingness 
to evaluate, and refine ideas 
by being open and 
responsive to ideas of others 

63 38 25

(continued)
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Table 1 (continued)

MAP Category Description Number of mentions in curricula

All UTU* JYU**

Communication, 
argumentation, and 
reasoning 

Articulating thoughts and 
ideas and formulating 
arguments skillfully using 
diverse communication skills 
and media 

2 0 2 

Metacognition Knowledge of and regulation 
of one’s own cognition (e.g., 
monitoring learning 
processes) 

18 9 9 

3 Social skills 66 38 28 

Relational skills Ability to listen, take turns, 
seek help, convey empathy, 
cooperate, and manage 
conflicts 

37 18 19 

Emotional competency Ability to perceive, 
understand, regulate, and 
express emotions 

4 1 3 

Diversity competency Ability to respond to 
individual differences in 
ways that support and 
respect the dignity of each 
learner; commitment to equal 
treatment 

15 12 3 

Intercultural 
competency and 
interaction 

Ability to navigate 
sensitively in multicultural 
contexts and consciousness 
and reflective stance around 
issues such as ethnicity and 
religion 

10 7 3 

4 Personal 
orientations 

48 18 30

(continued)
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Table 1 (continued)

MAP Category Description Number of mentions in curricula

All UTU* JYU**

Personal dispositions Adaptive ways of thinking, 
feeling, and behaving in 
diverse situations across time 
(e.g., desire to be 
responsible, as in 
conscientiousness) 

0 0 0 

Self-conceptions Beliefs and perceptions 
about oneself in different life 
domains (e.g., teacher 
self-efficacy) 

4 1 3 

Professional beliefs, 
values, and ethics 

Beliefs about nature of 
knowledge, learning and 
learners; personal values, 
ethical standards and moral 
obligations of the teaching 
profession 

22 6 16 

Motivational 
orientation 

Interest in and continual 
commitment to teaching 
profession and professional 
development 

0 0 0 

Professional identity Dynamic process of 
understanding oneself as a 
professional, agency in 
identity negotiation 

22 11 11 

5 Professional 
well-being 

5 4 1 

Occupational 
well-being 

Satisfaction in teacher 
studies/work; experiencing 
vigor, dedication, and 
immersion in work 

5 4 1

(continued)
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Table 1 (continued)

MAP Category Description Number of mentions in curricula

All UTU* JYU**

Stress management 
strategies 

Coping with expectations 
and workload utilizing 
individual and community 
resources 

0 0 0 

Teacher resilience Capacity to overcome 
stressors and bounce back 
from adversity 

0 0 0 

Note: *University of Turku, Finland; ** University of Jyväskylä, Finland

In line with Blömeke et al.’s (2015) competence model, the MAP model 
also includes teacher’s situation-specific skills of perception, interpretation, and 
decision-making processes. They encompass the abilities to perceive, make sense 
of, and respond to the dynamic and multifaceted aspects of the teaching and 
learning environment. These processes play a vital role in teachers’ ability to 
effectively plan, adapt, and deliver instruction to meet the diverse needs of their 
students. 

According to the model, the components in the model are in a transactional 
relationship with each other and change over time when they are influenced by 
initial teacher education, continuous professional development, and working life 
experiences. The MAP model is already in use in Finnish initial teacher education 
and recently in professional development programs for in-service teachers, as 
well as in research on teaching and teacher development (Koski et al., 2023; 
Metsäpelto et al., 2022). 

11.4 Building Conceptual Coherence to Teacher 
Education Through the MAP Model 

Conceptual coherence in teacher education refers to the internal consistency and 
interconnectedness of the various concepts, theories, and practices that are taught 
to student teachers as part of their study paths within a specific teacher education 
program (Canrinus et al., 2019). Such coherence is important because learning 
to teach is enhanced when student teachers encounter consistent ideas across 
learning experiences that help them to make sense of the phenomena and make
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learning experiences more cohesive, interpretable and meaningful (Hammerness, 
2006). 

Teacher education programs have faced criticism for lacking cohesion, with 
individual components appearing disconnected and failing to connect student 
teachers to the larger aims of education and the relationships between different 
aspects of teacher education (Grossman et al., 2008). Typically, fragmentation 
and disjointedness relate to a lack of links between theory and practice, that is, 
coursework organized at the university and field experiences organized at local 
schools or teacher training schools (Canrinus et al., 2017). Limited conceptual 
coherence and fragmentation in teacher education programs may result in student 
teachers experiencing uncertainty about who they are as teachers (Rogers, 2011). 
They may also have difficulties in formulating a vision of their own teaching and 
have an increased risk of leaving the teaching profession (Hammerness, 2014). 

The MAP model was originally designed to serve as a guiding frame-
work for Finnish student selection to teacher education programs. It was soon 
acknowledged, however, that the model also has the potential to bring concep-
tual coherence to our understanding of the core skills and knowledge which 
are currently taught in teacher education programs and included in curricula. 
Although research on the coherence of Finnish teacher education programs has 
been scarce, the little available evidence indicates that student teachers have, at 
least in some teacher education programs, perceived their program as lacking 
coherence, indicating the need for improvement (Canrinus et al., 2017). 

The advantage of the MAP model is that it presents teaching quality as a 
comprehensive whole. The model unifies various previously separate or uncon-
nected elements of teacher and teaching research, ultimately leading to a holistic 
understanding of the teaching profession. The holistic approach contrasts many 
other insightful models that determine knowledge and skills critical to teachers 
from a more narrow, specific view point (e.g., competences critical to mathemat-
ics teachers; Baumert & Kunter, 2013). The model is based on the prior extensive 
analysis of academic literature on education, making it consistent with the val-
ues of Finnish teacher education, which emphasizes a research-based approach 
(Krokfors et al., 2011). 

The analysis of the implementation of the MAP model as a conceptual 
framework in Finnish teacher education programs reveals variations across univer-
sities. For instance, one university places a strong emphasis on the MAP model, 
incorporating it prominently in its primary school teacher education curriculum. 
Several other universities have used the MAP model when determining the essen-
tial skills and objectives for their teacher education programs, although the model 
itself may not be specifically referred to in the curriculum. In some universities,
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the MAP model has been used as a theoretical basis and guiding framework for 
teaching practices in the Teacher Training Schools. In Finland, teacher education 
goals and standards are regularly updated through periodic curriculum reforms. 
The MAP model was introduced recently in 2022, and its use as a conceptual 
framework in teacher education may become more prominent in the future. 

11.5 Promotion of Horizontal and Vertical Coherence 
in Teacher Education 

Horizontal coherence refers to the consistency and integration of different com-
ponents of a teacher education program within a specific study phase or subject 
area, for instance, in the first study year or in a particular course (Grossman 
et al., 2009). It involves aligning the objectives, content, instructional strategies, 
and assessment methods to ensure that they support the overall goals and objec-
tives of the program. One particular challenge during any study phase has been 
combining theoretical studies and teaching practice into a coherent learning expe-
rience. Student teachers often consider teaching practice as a highly meaningful 
learning experience, whereas coursework focusing on theoretical knowledge is 
often perceived as distant and detached from practical teaching in classrooms. 

The MAP model promotes a close connection between theory and practice, 
with a focus on using knowledge to drive action. Theory and practice in teach-
ing are integrated, as demonstrated in the construct of situation-specific skills, 
which involves a teacher’s ongoing process of observing significant events in the 
classroom, interpreting their meaning, and making informed decisions, such as 
selecting an instructional approach (Blömeke et al., 2015; Kaiser et al.,  2015). In 
this process, theoretical understanding is vital for teachers as it enables them to 
understand and analyze students’ thinking, pay attention to other crucial elements 
of classroom dynamics and make informed decisions about the course of action 
in concrete teaching practice. The MAP model, by highlighting the close rela-
tionship between theory and practice, can facilitate the integration of theoretical 
and practical studies and enhance students’ appreciation of the significance of 
theoretical knowledge. 

The aligment of coursework and field experiences into a seamless contin-
uum of ITE ensures that the knowledge and skills acquired by student teachers 
are connected and reinforced throughout their studies, known as vertical coher-
ence (Darling-Hammond, 2017). The analysis of the implementation of the MAP 
model in promoting vertical coherence indicates that it has helped to determine
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the essential skills and abilities required at the beginning of teacher training (espe-
cially at the student selection phase) (Metsäpelto et al., 2022). During the entry 
phase to teacher education, applicants are not required to already have teaching 
skills, and simulated teaching exercises are not part of the admission process 
in Finland, although they may be used in other student selection procedures 
(e.g., Bowles et al., 2014). Thus, at the selection phase, the MAP model directs 
attention to and emphasizes individual competencies, many of which are markers 
of the applicant’s capacity to successfully complete teacher education and their 
overall suitability for the teaching profession. 

Additionally, the MAP model can be utilized to construct a curriculum that 
facilitates the growth and enhancement of various skills and abilities throughout 
a teacher education program. For instance, in a primary school teacher educa-
tion program in one Finnish teacher education department, teaching practices are 
arranged in a progression that increases in difficulty and complexity (O’Neill 
et al., 2014). The first teaching practice includes transitioning from being a stu-
dent to a student teacher, learning to observe students and groups of students to 
gather information on their learning, motivation and other attributes as part of 
situation-specific skills, and conducting brief teaching sessions. The next teach-
ing practice in the third year of study marks a shift towards taking on a teacher’s 
role in the classroom. This involves planning and executing extended teaching 
sessions, and learning to evaluate the quality of teacher-student interaction in the 
classroom (Hamre et al., 2013). 

Using the MAP framework to understand these learning experiences, it can be 
seen that the situation-specific skills practiced in the first teaching practice and the 
high-quality teacher-student interactions rehearsed in the second teaching practice 
are critical components that contribute to the quality of the classroom. A teacher’s 
capability to recognize significant events in the classroom is the foundation for 
effective communication and interaction with students (Blömeke et al., 2020). By 
emphasizing the connection and accumulative nature of learning between each 
phase of teaching practices, the MAP model helps student teachers understand 
the progression and improvement of their skills, thereby enhancing the perceived 
coherence of the teacher education program. 

In continuing professional development for in-service teachers, the MAP 
model can serve as a reflection tool for teachers to help identify skills or knowl-
edge domains which need to be updated. For example, following the COVID-19 
pandemia, maintaining professional well-being has been recognized as an increas-
ingly important competency domain (Warinowski et al., 2021), which one can 
effectively learn to regulate only after transitioning to working life with every-
day experiences in teaching. A milestone has been achieved in the provision of
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continuing professional development to in-service teachers with the collaboration 
of seven universities that developed the MAP model. An online course, aimed 
at teachers, has been developed to increase in-service teachers’ awareness of the 
key competences and to educate them about the MAP model. The Regional State 
Administrative Agency, which is a key player nationwide in organizing contin-
uing education for in-service teachers in Finland, has published a MAP model 
based online course in spring 2023. 

11.6 The MAP Model in Promoting Institutional 
and Systemic Coherence in Teacher Education 

Institutional coherence refers to the degree of alignment and consistency within 
an educational institution regarding its policies, practices, and programs for 
teacher education (e.g., Hermansen, 2020). Systemic coherence, on the other 
hand, functions at macro-level and requires nationwide partnership among insti-
tutions, policymakers, and other stakeholders to ensure that all components of an 
educational system work together in support of the vision of teaching (Wilson 
et al., 2022). Program leaders in teacher education have a central role in achiev-
ing coherence at institutional and systemic levels, although it necessarily requires 
dialogue and negotiation at all levels of the educational system. 

Regarding institutional coherence, the goal of the MAP model was to iden-
tify competence domains, which are relevant across a wide range of teacher 
education programs and, thus, generic to teaching. The major teacher educa-
tion programs in Finland include primary school teacher (grades 1 to 6), special 
education teacher and early childhood education teacher programs, but the per-
spectives of subject teachers and career counsellors were also considered when 
the model was constructed. Thus, the model was designed to focus on generic 
and transferable teacher competencies that would be common for all teacher edu-
cation programs within a particular institute, thus bringing consistency to our 
understanding of teachers and teaching. Overall, the development of the MAP 
model for teacher competence was inspired by the global dialogue about teachers 
and teaching across the world (e.g., Schleicher, 2011). A comprehensive review 
conducted by Paine et al. (2016) highlighted the increasing global consensus 
on learner-centered teaching, fostering active learning and problem-solving, and 
embracing student diversity within international research discourses. The MAP 
model was conceived as a reflection of the evolving global perspectives on teach-
ing and was informed by the growing body of research in the field, fostered by
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an increasingly collaborative international community. Although aiming to iden-
tify the “core” of teaching quality across different teacher professions, it was 
initially acknowledged that some specific teacher competences are likely to take 
somewhat different emphases across teacher professions, for instance, due to dif-
ferent age groups of learners (e.g., early childhood education and primary school 
teachers). 

The MAP model can be interpreted as an affordance that has a high potential 
for strengthening the coherence of teacher education beyond single teacher edu-
cation programs towards coherence at systemic levels. Recently, Jyrhämä (2021) 
reviewed the contents and organization of teacher’s pedagogical studies in Finnish 
institutions that result in the qualification to work as a teacher. The analysis 
showed that although pedagogical qualifications are regulated by legislation, ped-
agogical studies were fragmented and there was significant variation between 
institutions in how the pedagogical studies were organized, signaling low sys-
temic coherence in the consistency and uniformity of teacher qualifications in 
Finland. The study suggests a continued need to evaluate the coherence of teacher 
education programs at education systemic level and seek ways to enhance it. 

11.7 A Case Study on Systemic Coherence in Initial 
Teacher Education Curricula: A Comparative Analysis 
of Two Universities 

As an illustration of analyzing systemic coherence, we examined the curricula of 
the same ITE program at two Finnish universities. Curricula can serve as proxies 
or indicators of systemic coherence, as their alignment and similarities across 
institutions can offer insights into the extent of shared understanding within the 
broader educational system. 

We analyzed how the five individual competency domains of the MAP model 
(see Table 1) were reflected in the learning objectives of primary school teacher 
education curriculum texts. The data consisted of the primary school teacher edu-
cation curricula that were in effect in 2019 and openly available on the websites 
of the University of Turku and the University of Jyväskylä. The methodological 
approach used was document analysis, which involves analyzing written material 
that was originally published for a purpose other than research (Bowen, 2009). 

The data was analyzed using a qualitative theory-guided content analysis 
approach. The curriculum texts were reviewed to identify and code mentions 
pertaining to the individual competency domains. In cases where coding was 
ambiguous, discussions were held, and necessary adjustments were made. Then,
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mentions related to the five individual competency domains were compiled 
together and thematically organized in an effort to understand and interpret the 
type of competency the ITE program aimed to develop. Thematic categories were 
created by identifying the connections within the expressions and relating them to 
the MAP model and existing research literature. For a more detailed description 
of the procedure, please refer to Metsäpelto et al. (2021). 

The results showed that, in the primary school teacher education curriculum 
texts, a total of 544 mentions of learning objectives associated with the MAP 
model’s competency domains were identified. As can be seen in Table 1, the  
domain with the highest number of mentions in both universities was Knowledge 
base of teaching and learning, totaling 271 mentions. The domain of Cognitive 
skills was also prominently mentioned, with a total of 155 mentions. The domains 
of Social skills and Personal orientations had relatively fewer mentions, 66 and 
48, respectively. The domain of Professional wellbeing had the fewest mentions, 
with only 5. When comparing the mentions in curricula between the two univer-
sities, we observed that although the number of mentions was not identical, the 
overall magnitude was highly similar. This indicates a significant level of consis-
tency and alignment in terms of learning objectives within the teacher education 
programs of these universities. It suggests that there is a shared understanding 
or agreement on the key components of initial teacher education, at least across 
these two institutions. 

11.8 Conclusion 

In this chapter we have discussed coherence of teacher education by focusing 
specifically on the benefits of using a unified teacher competence model, the 
MAP model, as a guiding framework for developing national coherence in Finnish 
teacher education. 

The use of the MAP model has a lot of potential in improving teacher educa-
tion coherence, but it also has its challenges. One of the challenges is the risk of 
having a vision that is too strict, limiting the opportunities for student teachers to 
discover different viewpoints and ideas about teaching and learning (Buchmann & 
Floden, 1991; Hammerness, 2006; Richmond et al., 2019). To overcome this risk, 
it has been recommended that teacher education programs should have a clear 
framework (such as the MAP model) while also allowing room for exploration 
and creativity (Hammerness, 2006). This will guard against overly constrained 
views on teaching and learning and provide support for student teachers develop-
ment of agency and negotiation of teacher identity. One advantage of the MAP
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model is its presentation of main competency domains at a relatively general 
level, allowing for student teachers to interpret and apply the model in their own 
unique ways. Additionally, the model encompasses a wide range of competencies, 
which provides flexibility and accommodates diverse perspectives. 

The construction of the MAP model is the result of a multidisciplinary 
approach that integrates educational psychology, learning research, as well as 
contextual and constructivist perspectives from fields such as educational sociol-
ogy and multicultural research. While some may argue that the model may appear 
to be missing certain important concepts when viewed from a single perspective, 
its true benefit lies in its ability to provide a holistic view of teaching. By incor-
porating diverse perspectives, the model offers a comprehensive understanding of 
the complexities and nuances of the teaching quality. Yet, for the communities of 
teacher educators and educational leaders, the process of seeking and negotiating 
coherence can be a demanding process, and it may be realistic to accept that all 
teacher educators in any given program will not agree with the articulated vision. 
In order to have a better chance to achieve a shared vision of teacher education 
at all system levels, the process must invite wide involvement (Bruch & Higbee, 
2002) so that there is a sense of program ownership among those involved in 
educating prospective teachers. 

Through the analysis of curricula, we investigated the level of coherence in 
learning objectives within the teacher education programs of two universities. 
Using the MAP model as a framework, the results indicated that these institu-
tions were striving towards relatively similar learning objectives, suggesting the 
presence of a cohesive vision of teaching. It is important to note that curricu-
lum similarity alone does not guarantee systemic coherence, but it does provide 
a valuable starting point for assessing the alignment and consistency in ITE. 
These findings have implications for discussions and strategies aimed at improv-
ing coherence and quality in ITE programs within the broader educational system, 
which, in turn, can contribute to the overall enhancement of teacher education and 
the promotion of effective teaching practices. 

Finally, it is important to recognize that coherence in education is not a fixed 
or objective aspect of an system, but rather a subjective perception of how the dif-
ferent parts of a teacher education program function together (e.g., Penuel et al., 
2009). The MAP model has the advantage of making the connections between the 
various knowledge areas and skills required for the teaching profession clearer, 
thereby increasing shared understanding and dialogue in making the learning 
experience more research-based, meaningful for student teachers, and visible for 
teacher educators.



11 Fostering Coherence in Finnish Teacher Education: The MAP Model 207

Funding This study was a part of the SITE consortium project of University of Jyväskylä 
and University of Turku and was funded by the Academy of Finland (project number 
342191). 

References 

Baumert, J., & Kunter, M. (2013). The COACTIV model of teachers’ professional compe-
tence. In M. Kunter, J. Baumert, W. Blum, U. Klusmann, S. Krauss, & M. Neubrand 
(Eds.), Cognitive activation in the mathematics classroom and professional competence 
of teachers: Results from the COACTIV Project (pp. 25–48). Springer. 

Blömeke, S., Gustafsson, J. E., & Shavelson, R. J. (2015). Beyond dichotomies: Compe-
tence viewed as a continuum. Zeitschrift Für Psychologie, 223(1), 3–13. https://doi.org/ 
10.1027/2151-2604/a000194 

Blömeke, S., Kaiser, G., König, J., & Jentsch, A. (2020). Profiles of mathematics teachers’ 
competence and their relation to instructional quality. Zeitschrift Für Psychologie, 52(2), 
329–342. https://doi.org/10.1007/s11858-020-01128-y 

Bowen, G. A. (2009). Document analysis as a qualitative research method. Qualitative 
Research Journal, 9(2), 27–40. https://doi.org/10.3316/QRJ0902027 

Bowles, T., Hattie, J., Dinham, S., Scull, J., & Clinton, J. (2014). Proposing a comprehensive 
model for identifying teaching candidates. The Australian Educational Researcher, 41(4), 
365–380. https://doi.org/10.1007/s13384-014-0146-z 

Bruch, P. L., & Higbee, J. L. (2002). Reflections on multiculturalism in developmental edu-
cation. Journal of College Reading and Learning, 33(1), 77–90. https://doi.org/10.1080/ 
10790195.2002.10850139 

Buchmann, M., & Floden, R. E. (1991). Programme coherence in teacher education: A view 
from the USA. Oxford Review of Education, 17(1), 65–72. https://www.jstor.org/stable/ 
4618570 

Canrinus, E. T., Bergem, O. K., Klette, K., & Hammerness, K. (2017). Coherent teacher edu-
cation programmes: Taking a student perspective. Journal of Curriculum Studies, 49(3), 
313–333. https://doi.org/10.1080/00220272.2015.1124145 

Canrinus, E. T., Klette, K., & Hammerness, K. (2019). Diversity in coherence: Strengths and 
opportunities of three programs. Journal of Teacher Education, 70(3), 192–205. https:// 
doi.org/10.1177/0022487117737305 

Cavanna, J. M., Molloy Elreda, L., Youngs, P., & Pippin, J. (2021). How methods instructors 
and program administrators promote teacher education program coherence. Journal of 
Teacher Education, 72(1), 27–41. https://doi.org/10.1177/0022487119897005 

Darling-Hammond, L. (2017). Teacher education around the world: What can we learn from 
international practice? European Journal of Teacher Education, 40(3), 291–309. https:// 
doi.org/10.1080/02619768.2017.1315399 

Engeström, Y., & Sannino, A. (2010). Studies of expansive learning: Foundations, findings 
and future challenges. Educational Research Review, 5(1), 1–24. https://doi.org/10.1016/ 
j.edurev.2009.12.002

https://doi.org/10.1027/2151-2604/a000194
https://doi.org/10.1027/2151-2604/a000194
https://doi.org/10.1007/s11858-020-01128-y
https://doi.org/10.3316/QRJ0902027
https://doi.org/10.1007/s13384-014-0146-z
https://doi.org/10.1080/10790195.2002.10850139
https://doi.org/10.1080/10790195.2002.10850139
https://www.jstor.org/stable/4618570
https://www.jstor.org/stable/4618570
https://doi.org/10.1080/00220272.2015.1124145
https://doi.org/10.1177/0022487117737305
https://doi.org/10.1177/0022487117737305
https://doi.org/10.1177/0022487119897005
https://doi.org/10.1080/02619768.2017.1315399
https://doi.org/10.1080/02619768.2017.1315399
https://doi.org/10.1016/j.edurev.2009.12.002
https://doi.org/10.1016/j.edurev.2009.12.002


208 R.-L. Metsäpelto et al.

Grant, M. J., & Booth, A. (2009). A typology of reviews: an analysis of 14 review types 
and associated methodologies. Health Information & Libraries Journal, 26(2), 91–108. 
https://doi.org/10.1111/j.1471-1842.2009.00848.x 

Grossman, P., Hammerness, K., McDonald, M., & Ronfeldt, M. (2008). Constructing coher-
ence: Structural predictors of perceptions of coherence in NYC teacher education pro-
grammes. Journal of Teacher Education, 59, 273–287. https://doi.org/10.1177/002248 
7108322127 

Grossman, P., Hammerness, K., & McDonald, M. (2009). Redefining teaching, re-imagining 
teacher education. Teachers and Teaching: Theory and Practice, 15(2), 273–289. https:// 
doi.org/10.1080/13540600902875340 

Haataja, E., Tolvanen, A, Vilppu, H., Kallio, M., Peltonen, J., & Metsäpelto, R.-L. (2023). 
Measuring higher-order cognitive skills with multiple choice questions—Potentials and 
pitfalls of Finnish teacher-education entrance. Teaching and Teacher Education, 122. 
https://doi.org/10.1016/j.tate.2022.103943 

Hammerness, K. (2006). From coherence in theory to coherence in practice. Teachers Col-
lege Record, 108(7), 1241–1265. 

Hammerness, K. (2014). Visions of good teaching. In S. FeimanNemser, E. Tamir, & K. 
Hammerness (Eds.), Inspiring teaching: Preparing teachers to succeed in mission driven 
schools (pp. 103–121). Harvard Education Press. 

Hammerness, K., & Klette, K. (2015). Indicators of quality in teacher education: Looking 
at features of teacher education from an international perspective. In G. K. LeTendre & 
A. W. Wiseman (Eds.), Promoting and sustaining a quality teacher workforce (Vol. 27, 
pp. 239–277). Emerald Group. 

Hamre, B. K., Pianta, R. C., Downer, J. T., DeCoster, J., Mashburn, A. J., Jones, S. M., & 
Hamagami, A. (2013). Teaching through interactions: Testing a developmental frame-
work of teacher effectiveness in over 4,000 classrooms. The Elementary School Journal, 
113(4), 461–487. https://doi.org/10.1086/669616 

Hermansen, H. (2020). In pursuit of coherence: Aligning program development in teacher 
education with institutional practices. Scandinavian Journal of Educational Research, 
64(6), 936–952. https://doi.org/10.1080/00313831.2019.1639815 

Jyrhämä, R. (2021). Opettajan pedagogiset opinnot 60 op : Laaja-alainen opet-
tajakelpoisuus—tilannekuvaus 2021. [Teacher’s pedagogical studies 60 credits 
Broad-based studies for teacher qualification—Situation description 2021]. Publica-
tions of the Ministry of Education and Culture, Finland 2021:41. Retrieved February 10, 
2023 from http://urn.fi/URN:ISBN:978-952-263-866-3 

Kaiser, G., Busse, A., Hoth, J., König, J., & Blömeke, S. (2015). About the complexities 
of video-based assessments: Theoretical and methodological approaches to overcoming 
shortcomings of research on teachers’ competence. International Journal of Science and 
Mathematics Education, 13, 369–387. https://doi.org/10.1007/s10763-015-9616-7 

Koski. J., Metsäpelto, R.-L., Kyllönen, M., & Poikkeus, A.-M. (2023). Finnish student teach-
ers as a focus of teacher education research: A ten-year scoping review. Manuscript 
submitted for publication. 

Krokfors, L., Kynäslahti, H., Stenberg, K., Toom, A., Maaranen, K., Jyrhämä, R., Byman, 
R., & Kansanen, P. (2011). Investigating Finnish teacher educators’ views on research-
based teacher education. Teaching Education, 22(1), 1–13. https://doi.org/10.1080/104 
76210.2010.542559

https://doi.org/10.1111/j.1471-1842.2009.00848.x
https://doi.org/10.1177/0022487108322127
https://doi.org/10.1177/0022487108322127
https://doi.org/10.1080/13540600902875340
https://doi.org/10.1080/13540600902875340
https://doi.org/10.1016/j.tate.2022.103943
https://doi.org/10.1086/669616
https://doi.org/10.1080/00313831.2019.1639815
http://urn.fi/URN:ISBN:978-952-263-866-3
https://doi.org/10.1007/s10763-015-9616-7
https://doi.org/10.1080/10476210.2010.542559
https://doi.org/10.1080/10476210.2010.542559


11 Fostering Coherence in Finnish Teacher Education: The MAP Model 209

Metsäpelto, R-L., Poikkeus, A-M., Heikkilä, M., Husu, J., Laine, A., Lappalainen, K., Läh-
teenmäki, M., Mikkilä-Erdmann, M., & Warinowski, A. (2022). A multidimensional 
adapted process model of teaching. Educational Assessment, Evaluation and Account-
ability, 34, 143–172. https://doi.org/10.1007/s11092-021-09373-9 

Metsäpelto, R.-L., Heikkilä, M., Hangelin, S., Mikkilä-Erdmann, M., Poikkeus, A.-M., & 
Warinowski, A. (2021). Osaamistavoitteet luokanopettajakoulutuksen opetussu-
unnitelmissa: Näkökulmana Moniulotteinen opettajan osaamisen prosessimalli 
[Competence objectives in classroom teacher education curricula from a perspective 
of the Multidimensional Adapted Process Model of Teaching]. Kasvatus—The Finnish 
Journal of Education, 52(2), 164–179. 

Metsäpelto, R.-L., Utriainen, J., Poikkeus, A.-M., Muotka, J., Tolvanen, A., & Warinowski, 
A. (2022). Multiple Mini Interview in student selection for initial teacher education 
admissions. Teaching and Teacher Education, 113. https://doi.org/10.1016/j.tate.2022. 
103660 

O’Neill, G., Donnelly, R., & Fitzmaurice, M. (2014). Supporting programme teams to 
develop sequencing in higher education curricula. International Journal for Academic 
Development, 19(4), 268–280. https://doi.org/10.1080/1360144X.2013.867266 

Paine, L., Blömeke, S., & Aydarova, O. (2016). Teachers and teaching in the context of 
globalization. In D. H. Gitomer & C. A. Bell (Eds.), Handbook of research on teach-
ing (pp. 717–786). American Educational Research Association. https://doi.org/10.3102/ 
978-0-935302-48-6_11 

Penuel, W., Fishman, B. J., Gallagher, L. P., Korbak, C., & Lopez-Prado, B. (2009). Is align-
ment enough? Investigating the effects of state policies and professional development on 
science curriculum implementation. Science Education, 93(4), 656–677. https://doi.org/ 
10.1002/sce.20321 

Richmond, G., Bartell, T., Carter Andrews, D. J., & Neville, M. L. (2019). Reexamining 
coherence in teacher education. Journal of Teacher Education, 70(3), 188–191. https:// 
doi.org/10.1177/0022487119838230 

Rogers, G. (2011). Learning-to-learn and learning-to-teach: The impact of disciplinary sub-
ject study on student-teachers’ professional identity. Journal of Curriculum Studies, 43, 
249–268. https://doi.org/10.1080/00220272.2010.521262 

Schleicher, A. (2011). Lessons from the world on effective teaching and learning environ-
ments. Journal of Teacher Education, 62(2), 202–221. https://doi.org/10.1177/002248711 
0386966 

Seidel, T., & Shavelson, R. (2007). Teaching effectiveness research in the past decade: The 
role of theory and research design in disentangling meta-analysis results. Review of 
Educational Research, 77(4), 454–499. https://doi.org/10.3102/0034654307310317 

Tatto, M. T. (1996). Examining values and beliefs about teaching diverse students: Under-
standing the challenges for teacher education. Educational Evaluation and Policy Analy-
sis, 18(2), 155–180. https://www.jstor.org/stable/1164554 

Toom, A., Kynäslahti, H., Krokfors, L., Jyrhämä, R., Byman, R., Stenberg, K., Maaranen, 
K., & Kansanen, P. (2010). Experiences of a research-based approach to teacher educa-
tion: Suggestions for future policies. European Journal of Education, 45(2), 331–344. 
https://doi.org/10.1111/j.1465-3435.2010.01432.x

https://doi.org/10.1007/s11092-021-09373-9
https://doi.org/10.1016/j.tate.2022.103660
https://doi.org/10.1016/j.tate.2022.103660
https://doi.org/10.1080/1360144X.2013.867266
https://doi.org/10.3102/978-0-935302-48-6_11
https://doi.org/10.3102/978-0-935302-48-6_11
https://doi.org/10.1002/sce.20321
https://doi.org/10.1002/sce.20321
https://doi.org/10.1177/0022487119838230
https://doi.org/10.1177/0022487119838230
https://doi.org/10.1080/00220272.2010.521262
https://doi.org/10.1177/0022487110386966
https://doi.org/10.1177/0022487110386966
https://doi.org/10.3102/0034654307310317
https://www.jstor.org/stable/1164554
https://doi.org/10.1111/j.1465-3435.2010.01432.x


210 R.-L. Metsäpelto et al.

Warinowski, A., Metsäpelto, R-L., Heikkilä, M., & Mikkilä-Erdmann, M. (2021). Korona 
opettajan osaamisen haastajana (COVID-19 challenging teacher competencies). Kasvatus 
ja aika, 15(2), 73–78. https://doi.org/10.33350/ka.107351 

Wilson, P. H., McCulloch, A., Oriowo, O., Holl-Cross, C., & Fisher, C. (2022, March). Fos-
tering systemic coherence through a shared vision of high-quality mathematics instruction. 
In Proceedings for the 49th Annual Meeting of the Research Council on Mathematics 
Learning. 

Open Access This chapter is licensed under the terms of the Creative Commons Attribution 
4.0 International License (http://creativecommons.org/licenses/by/4.0/), which permits use, 
sharing, adaptation, distribution and reproduction in any medium or format, as long as you 
give appropriate credit to the original author(s) and the source, provide a link to the Creative 
Commons license and indicate if changes were made. 

The images or other third party material in this chapter are included in the chapter’s 
Creative Commons license, unless indicated otherwise in a credit line to the material. If 
material is not included in the chapter’s Creative Commons license and your intended use 
is not permitted by statutory regulation or exceeds the permitted use, you will need to obtain 
permission directly from the copyright holder.

https://doi.org/10.33350/ka.107351
http://creativecommons.org/licenses/by/4.0/

	11 Fostering Coherence in Finnish Teacher Education: The MAP Model
	11.1 Introduction
	11.2 The Context: Finnish Teacher Education
	11.3 Developing a Shared Vision: Multidimensional Adapted Process Model of Teaching
	11.4 Building Conceptual Coherence to Teacher Education Through the MAP Model
	11.5 Promotion of Horizontal and Vertical Coherence in Teacher Education
	11.6 The MAP Model in Promoting Institutional and Systemic Coherence in Teacher Education
	11.7 A Case Study on Systemic Coherence in Initial Teacher Education Curricula: A Comparative Analysis of Two Universities
	11.8 Conclusion
	References


