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Academic and moral obligations in teacher’s work and teacher education

Auli Toom and Jukka Husu

Abstract

In this chapter, the academic and practical core of teacher’s work and its current challenges,
as well as academic and moral capabilities needed in the profession, are elaborated. The
chapter reflects on the importance of cultivating teachers’ essential capabilities both during
pre-and in-service teacher education, since they are at the core of teacher’s work on educating
pupils with a variety of worldviews. Despite the centrality of moral capabilities in the teacher
profession, they often remain implicit and unplanned in the curricula and practices of teacher
education. There exists a need to elaborate academic and moral aspects of education and
teaching in pre- and in-service teacher education and enhance teachers’ understanding about
their central position in them. Supporting future teacher learning calls for more coherent
approach in terms of academic and moral capabilities in pre- and in-service teacher education

as well as recognition of local schools and communities.

Introduction

Teacher’s work is a demanding “thinking practice” (cf. Lampert, 1998), and teachers need
a variety of academic and moral capabilities for completing their work. Teachers are key
persons to support pupil learning and enhancing the developments and innovations in
schools (Toom et al., 2017). They are also in a central position to build the ethos of school
and support the construction of pupils” worldviews. Increasing diversity among pupils as
well as development and changes in schools put teachers to new situations and challenge
teachers in a variety of ways. While teachers experience the societal changes in the daily
life of their classrooms, they are also the ones who educate and socialize new generations

to the society.

Teachers’ capabilities and quality in general are essential factors, and many things and
developments in classrooms and school communities depend on teachers. Teachers need a
variety of academic capabilities, but equally importantly, they also need strong moral

foundations/qualities in their work as teacher’s work is fundamentally moral by nature. This



is related both to educating pupils together in classroom and making a variety of pedagogical
decisions continuously (cf. Shavelson, 1973; Tiilikainen et al., 2019), but it is also related
to educating pupils sensitively and considering their and their families” worldviews. These
conditions set high demands for pre- and in-service teacher education and for teachers’

personal and role requirements throughout their careers.

The quality of pre- and in-service teacher education for cultivating teachers’ academic and
moral capabilities is of great importance. The academic teacher education — at its’ best —
provides foundational expertise for teacher’s work. In addition, teachers’ continuous
professional learning supported by various induction and mentoring programs is

fundamental for this learning process (Mena & Clarke, 2022).

The core characteristics of teacher’s work

Teaching is usually considered as demanding practical and academic work, which is executed
in multiple and demanding social contexts, collaborations and interactions with pupils,
colleagues, parents, and many extended stakeholders (Lampert, 1998; Toom, 2017). While
teacher’s work includes systematic and wide-ranging anticipation of school education and
curriculum, it also contains in specific planning and preparation of classroom instruction and
interaction with pupils. In line with this simultaneous two-fold task, teachers support learning
and growth of individual pupils, and do this collectively with the pupil groups. The general aim
of basic education is to educate capable and responsible human beings and citizens through
educative everyday life in schools (see e.g. Finnish National Core Curriculum for Basic
Education, 2014). In addition, the aim is to support the development of pupils’ diverse

worldviews in concert with the education provided by parents and guardians at home.

Teacher’s work is constant problem solving and decision making in versatile and continuously
changing interactive situations (Shavelson, 1973; Tiilikainen, Toom, Lepola & Husu, 2019).
The best interest of pupils, their characteristics, and worldviews both individually and
collectively largely influence on teachers’ considerations and decision-making. The key duties
in teacher’s work are educational and curriculum work as well as pedagogical innovations and
school development in multi-professional collaboration with colleagues (Leana, 2011; Pyhaltd
et al., 2014; Toom et al, 2017), parents and guardians as well as external stakeholders.

Teachers’ sensitivity and understanding of pupils and their versatile backgrounds is essential.



Changes in the society and school influence significantly on teachers’ work and demand them
to change. Teacher’s professional responsibilities are high and demanding, but teacher’s work
is also relatively autonomous depending on the context (Day, 2022). It presupposes ethical
code of conduct and professional integrity (Tirri, 1999; Tirri & Kuusisto, 2022) in classroom
interaction and school community as well as in the societal context. Working in the midst of
constant changes, incompleteness, and uncertainties of educational and instructional work is

the bottom line of teaching profession.

Current research has identified several essential aspects in teachers’ work and schools, which
reflect changes towards increasing diversity. Questions related to changes in instructional and
learning environments, especially curriculum making and implementation (Pyhalto et al.,
2014), learning-focused and engaging pedagogical practices, pupils’ diversity understood
broadly (Dervin, Paavola & Talib, 2013), increasing special educational needs among pupils,
concerns related to pupils’ learning outcomes as well as academic and social engagement, well-
being (Pyhalto et al., xxxx; Salmela-Aro,) and marginalisation. While the topics reflect the
broader societal changes and fractures, they are met and realised by teachers’ professional

action in their everyday life in schools.

Pupils from varied backgrounds are increasingly heterogeneous and with and characteristics
(some reference from the book here). Diversity in schools is both richness and challenge, and
it clearly assumes a variety of new practices in schools both in teaching and learning and
leadership (Harju-Luukkainen et al., 2015). Along with the increased globalisation, the position
of diverse minority groups in education and schools is extremely current. It is essential to
consider and care these groups systematically and be deeply aware of the intersectionalities
related to these issues to avoid weakening minority groups’ possibilities and futures (Anuik &
Gillies, 2012; Madden, 2015; PIONEERED 2021-24).

Research emphasises the importance of centrality of pupils’ learning and participation in
instruction as well as teachers’ central role in supporting and facilitating pupils’ learning. This
is also reflected in the basic education curricula worldwide. In addition to pupil learning of
domain and subject specific skills, pupil learning of generic skills and supporting their learning
is highlighted. Learning of these skills including e.g. critical thinking, self- and co-regulation,
collaboration, and understanding various perspectives and opinions (Griffin et al., 2012; P21
Skills, 2013; Finnish National Core Curriculum for Basic Education, 2014; Muukkonen et al.,



2019). It is essential that all pedagogical activities are organised from the viewpoint of pupils’
learning and keeping in mind support for learning, pupils’ participation and agency. It has been
found that teachers’ versatile support is related to pupils’ increased goal-orientedness, efficacy
as a pupil and capabilities for self-regulation (e.g. Toom & Pyhalto, 2013). Learning-focused
teaching and assessment methods have been found to be related to pupils’ meaningful learning,
agency (Rajala, 2016), and engagement as well as quality of learning in general. Pupils perceive
enactment and participation in learning and pedagogical practices highly relevant in their

everyday schoolwork.

Teacher’s professional capabilities: Academic and moral capabilities at the focus

In line with the characteristics of teacher’s work and its’ current questions and challenges, it is
important to consider the capabilities teachers should have for their challenging and demanding
work. There exist various theorizations and empirical studies on teacher capabilities and
characteristics from different viewpoints and levels (cf. Toom, 2017). There does not exist any
single coherent research-based structure or conception of teacher’s core capabilities, although
it is possible to identify such aspects that are common in several studies. Some researchers
consider teacher’s capabilities broadly from the wholeness of teacher’s work, and others focus
on teacher capabilities especially on classroom interaction and pupil learning. Some emphasise
cognitive aspects and knowledge, whereas others emphasise skills and competencies. Teacher
capabilities are often considered as individual characteristics, although collective expertise is
perceived highly essential and has been found as an essential resource for teacher’s work
(Leana, 2011; Vangrieken et al., 2015), which could be utilized extensively in a variety of ways
(e.g. TALIS, 2018; UNESCO, 2021).

Teacher’s professional capabilities are understood as integrative and consisting of knowledge,
skills and dispositions to act (Westera, 2001; Blomeke, Gustafsson & Shavelson, 2015). Pantic
and Wubbels (2010) perceive that teacher’s professional competence includes four aspects:
values and education; understanding of educational system and developing it; content
knowledge, pedagogy and curriculum; and self-evaluation and professional development.
Baumert and Kunter (2006) perceive that teacher’s professional capabilities cover four
dimensions: professional beliefs, values, personal theories, normative preferences and goals;
declarative and procedural knowledge covering content knowledge, pedagogical knowledge

and pedagogical content knowledge; motivational orientations; and metacognitive skills and



professional self-regulation. Shulman (1987) defines seven aspects of teacher’s practical
knowledge: knowledge of goals and values in education and their historical roots; knowledge
of context of teaching (pupils, educational institution, community, society); knowledge of
curriculum; knowledge of pupils and their characteristics; content knowledge; general
pedagogical knowledge (covering broad principles of teaching and classroom management
strategies); and pedagogical content knowledge meaning crucial amalgam between content and
pedagogy. The core of teacher’s professional capabilities has also been perceived consisting of
expertise in learning and instruction, interaction, well-being and school development (Soini et
al., 2014). These aspects are essential in teacher’s professional contexts: in classroom
interaction and in professional community. With this expertise, teachers can guide and support
pupils’ learning and growth in pedagogically reasonable ways, develop in the profession
individually and together with others, launch pedagogical innovations and promote school

development as well as enhance pupils’, colleagues’ and own well-being.

Many theoretisations and empirical studies on teacher’s key capabilities identify moral
dimensions of teaching, professional ethics, and values as essential aspect in teacher’s work.
More specifically, this means having clear ethical principles in profession, being aware of
moral issues in teaching, having skills to handle them and being capable to act in various
situations in practice. This means taking best possible care of pupils and their growth both
socially as group and as individuals (Tirri & Husu, 2002). This also covers the aspect of
worldviews among pupils, and how they are handled respectfully as part of learning and

teaching in school (some reference from the book here).

It is important to elaborate teacher’s professional capabilities to be learnt during teacher
education and in the profession, but it is also important to consider how teachers learn and
develop their expertise when progressing from novice to expert teachers. There exists extensive
research on the development of teacher’s expertise in various phases of the career, comparisons
of early career teachers’ and expert teachers’ classroom behavior as well as teacher expertise
in relation to experts in other professions (Berliner, 1994; Huberman, 1993). Currently, the
challenges and workload experienced by the early career teachers especially in the classroom
interaction and teacher’s work as a whole. Early career teachers perceive needing versatile
social support for the development of their expertise and various practical challenges of their
work (Meristo, 2015; Heikonen et al., 2016). Early career teachers perceive it challenging to

act in crisis situations, pupils’ multiprofessional care, differentiation of instruction,



administrative work, pupil assessment, assessment of pupils’ learning capabilities, and
collaboration with parents (Heikonen et al., 2016). Teacher capabilities can also be considered
from the viewpoint of adaptive and routine expertise. Routine experts manage a spectrum of
core capabilities which they develop throughout their career. Adaptive experts tend to change
their core capabilities and broaden and structure their expertise continuously. Routine expertise
means that a teacher maintains core capabilities throughout the career, whereas adaptive
expertise emphasises countinuous learning, innovativeness, and professional agency. (van
Tartwijk et al., 2017.)

Teacher education for the diverse schools and various worldviews

From the viewpoint of teacher’s work and capabilities and required expertise, it is natural to
consider, what kind of pre- and in-service teacher education should be, where it should be
organised, and how it should be organised pedagogically to enable and support learning of
professional capabilities as well as acting in teacher’s work in increasingly diverse contexts.
There does not exist only one right, reasonable and justified way to organise teacher education
(Zeichner, 1983), but it is essential that it is pedagogically aligned with the broad organizing
theme and goals set for teacher education program. Both in pre- and in-sercive teacher
education, it is important to focus supporting professional agency for teacher learning that
allows teachers to act in the profession throughout the career (Toom et al., 2021) — it is not
possible to organize teacher education linked to current professional challenges, structures of
educational system or characteristics and details of the current national core curriculum for
basic education (cf. Pantic & Wubbels, 2010; Barnett, 1994; Korthagen, 2004). In organization
and development of teacher education, it is essential to understand what teacher learning and
learning of essential teacher capabilities are as processes (cf. mm. Ball & Forzani, 2009) and

keep them in focus.

Rapidly and quickly changing societies as broad contexts for schools challenge teachers’
expertise in the profession. Versatile and increasingly complex working environment assumes
strengthening teacher’s professional agency (Clandinin & Husu, 2017; Toom et al., 2017) both
during in-service teacher education (Edwards, 2017) and throughout teacher career (Belfi et
al., 2015; Biesta & Teddler, 2007). There is evidence that teacher’s professional agency
promotes pupils’ psycho-social well-being and educational equity and equality experienced in
school (Flecha & Soler, 2013; Florian & Spratt, 2013). This same applies with the student



teachers: supportive and respectful learning environment in teacher education is associated
with capabilities for reflection and creating collaborative learning environment (Soini et al.,
2015), responsibility and understanding of equity and equality (Chubbuck & Zemblyas, 2016;
Flessner & Payne, 2017; Kelchtermans & Vanassche, 2017).

Increasing diversity in society and schools highlights the ethical-moral aspects and instruction
and their changing requirements in various situations. It is an essential societal and educational
task of teacher education to strengthen those teacher capabilities that diverse, plural and equal
society assumes from teachers (Avalos & Rasquin, 2017; Bruno-Jofre & Johnston, 2014; Paine
et al., 2016; 2017; Cochran-Smith et al., 2009; McNamara & McNicholl, 2016; Pioneered
2021-24). Researchers often use the concept moral work of teaching (Sanger & Osguthorpe,
2013) when describing these issues intertwined closely to teacher profession (Day, 2021). The
theme is not new (Biesta & Burbules, 2003; Sanger, 2017), but cultivating it intentionally and
systematically as a genuine element of teacher profession in pre-service teacher education is
surprisingly rare. Broad goals and aims set for institutional education and schooling (Cook-
Sather & Baker-Doyle, 2017) call for explicating ethical-moral questions and challenges to a
more central position both in pre-service teacher education (Boylan, 2017; Cook, 2017;
Thornberg, 2017) and in various forms of in-service teacher education (Oberle et al., 2016).
Noticing diverse pupils means also taking care of them: caring education and instruction
(Noddings, 2005, 2010) considers possibilities for promoting solicitude and well-being
comprehensively both during pre-service teacher education (Kim & Schallert, 2011) and in
schools (Eldor & Shoshani, 2016; Isenbarger & Zembylas, 2006; Schussler & Collins, 2006;
Smith & Lopez, 2016). Increasing requirements and demands towards teacher profession are
clearly emerging in pre- and in-service teacher education (Boylan & Woolsey, 2015; Clandinin
& Husu, 2017; Kelchtermans & Deketelaere, 2016).

The pressure that changes in the schools and their surroundings set for teacher education is
especially realised in the contexts, curricular structures, goals, contents and pedagogies of
teacher education. Solutions concerning the contexts are two-way (Labaree, 1997; Moon, 2016;
Payne & Zeichner, 2017): weakening the structures and characteristics of academic teacher
education has led to the situation in which teacher education takes place in real school contexts.
On the other hand, another paradigm aims at developing collaboration between academic
teacher education and schools considering their specific characteristics. Grossman et al. (2016)

point out that most of the teacher education still takes place in university context or is led by


http://link.springer.com/search?facet-creator=%22Ann+Deketelaere%22

universities, although there exist several variations of teacher education internationally. The
empirical evidence related to teacher education also supports the academic teacher education
(Gatti & Catalano, 2015; Zeichner, 2016). The pressure for the development of teacher
education taking place in university are continuously growing (Ellis & McNicholl, 2015; Gatti,
2016; Paine et al., 2017; Zygmunt & Clark, 2016). The reasons behind these developments
vary, but growing societal heterogeneity, diversity, and segregation drive changes in teacher
education. The possibilities for promoting societal and collective equity and equality in schools
and their practices (Thompson, 2013; see also PIONEERED 2021-24) and strengthening these
capabilities and practices already in teacher education (Zeichner et al., 2015, 2016; Ellis &
McGuire, 2017; Kretchmar & Zeichner, 2016; Grudnoff et al., 2016). It is noteworthy that there
are ambitions for the development of teacher education to respond regional needs in
collaboration with families and local contexts and surroundings (Boyle-Baise & Mclntyre,
2008; Payne & Zeichner, 2017). The varying practices of pre- and in-service teacher education
(Deed, 2017; Kelchtermans & Vanassche, 2017; Liu et al., 2016; Sherin & van Es, 2012) open
opportunities for teacher education in terms of societal equity and equality. Diverse learners
and their families also challenge the composition of teacher communities in schools: how do
we take care of sufficient diversity among teachers and how teacher selection (Klassen et al.,
2017; Mitchell & Carrigan Wooten, 2017) and recruitment of teacher educators (Payne &
Zeichner, 2017) support these aims.

Continuum from pre-service to in-service teacher education and support for

capabilities in teacher profession

There does not exist only one right way to organise pre- or -in-service teacher education
(Payne & Zeichner, 2017; Zeichner, 1983), but it is essential that it is systematic and
coherent and serves teachers’ learning needs. It is fundamental to support such teacher
learning that provides capabilities for teacher profession throughout the career. It is not
reasonable to organise teacher education only from the perspective of current professional
challenges, educational system structures or basic education curricula (cf. Pantic &
Wubbels, 2010; Barnett, 1994; Korthagen, 2004).

When developing pre- and in-service teacher education, it is essential to understand, what
teacher learning is about (cf. Ball & Forzani, 2009) and how the process is about (Toom,

2017). Even more challenging question is, which capabilities to focus during pre-service



teacher education, and which capabilities teachers can — and is reasonable to learn — only
learn after some years of teaching (Husu & Clandinin, 2017). This may especially be the
case related to moral aspects of teaching and understanding thoroughly the worldviews
dimensions intertwined in teachers’ work. This essentially raises the question about
learning academic, moral, practical, and situational capabilities in in-service teacher
education (cf. Darling-Hammond et al., 2009; Ellis & McNicholl, 2015; Gatti, 2016;
Kelchtermans & Vanassche, 2017; Kumashiro, 2010). This challenges answering the
questions concerning how the needs for in-service teacher education are defined, how they
are targeted and in which career phases they take place. It is also essential to consider,
what kind of roles various institutions and communities have in in-service teacher

education.

Academic teacher education institutions in university have an essential and justified
responsibility in producing, modifying, and delivering academic knowledge for teacher
education. Pupils’ personal needs in terms of their growth, development and worldviews
in different times change in accordance with the changes and developments in the
surrounding society. Also the learning environments, methods and facilities change. All
changes are reflected to teacher capabilities, but also to collective capabilities of schools.
It is of vital importance that teacher education institutions are anchored in research and

utilise it in a variety of ways in education they provide.

Schools’ practical expertise have a central role in pre-service teacher education and could
have even a more central role in in-service education. Schools have a lots of such potential
that is not at all utilised in pre- and in-service teacher education. At their best, schools do
impressive and significant innovative pedagogical development, model teacher
collaboration, build networked expert communities, support teachers’ and principals’
informal learning, do curriculum work, and create learning materials. This versatile

expertise and capacity could be utilised more extensively.

In addition to academic teacher education institutions and schools, many local
communities, organisations, and NGOs have a growing role and responsibility in pre-and
in-service teacher education (cf. Darling-Hammond, 2006; Kretchmar & Zeichner, 2016).
The established dichotomous division between academic and theoretical and practical

elements of teaching is not enough as such, but growing diversity in instruction and



schools call for broadening the approaches and perspectives. Teacher learning takes place
in various communities and networks in a variety of ways, and they are significant
resources for pre- and in-service teacher education. Both pre- and in-service teacher
education should be more tightly connected to surrounding communities. Urban
metropolitan areas differ from smaller cities and towns, and this is essential to consider in
teacher education. The spectrum of social, cultural and economic aspects increases all the
time, and grasping this local diversity is an essential challenge for truly timely pre- and in-
service teacher education (cf. Moon, 2016; Seidl & Friend, 2002).

When academic teacher education institutions, schools as practical actors, and versatile
communities with networked, collective and contextual expertise share the joint goal of
educating teachers, they can build meaningful education and support for teachers that none
of them could do alone. They all have such expertise and resources that are relevant in
teacher education. This kind of model of teacher education challenges all actors to

consider, how teachers could be supported in a best possible way.

Discussion

Changed understanding of pupils’ learning goals in basic education, increasingly diverse
pupil groups, and learning-focused instruction challenge teachers and teacher education
(cf. Husu & Toom, 2016). Due to these changes and requirements, pre- and in-service
teacher education, its’ relevance, and continuums need to be reconsidered. Also, the
responsible actors related to teacher education could be reconsidered. Academic teacher
education institutions, schools and surrounding communities can together contribute much
more than any of them alone. New teacher education models and support could tackle and

prevent the challenges that current models and practices have faced.

Teacher learning takes place in institutional teacher education, and informally in teacher’s
work, interactions, and networks (cf. Vermunt & Endedijk, 2011; Heikkinen et al., 2015).
When transitioning from pre-service teacher education emphasising reflective and critical
approach to collaborative learning at workplace, teachers can experience the difference
quite radical. Teachers can also experience that through informal learning, they learn a
variety of aspects of teachers work that their education did not provide (Heikkinen et al.,

2015; cf. Hiebert et al., 2007). New teachers’ transitioning to working life is a critical
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phase, and teachers face extensively the demands of their work. Support and mentoring are
essential, and lack of it can cause serious challenges for early career teachers (cf.
Heikkinen et al., 2015; Heikonen et al., 2016). Early career teachers’ support systems are
of vital importance (vrt. Eisenschmidt, 2006; Meristo, 2015;).

Teachers need support for their learning and development throughout their career, and
these needs vary in the different career phases. For these reasons, it is necessary to
organise in-service education and support as genuine part of teacher’s work. Teachers
should have possibilities to steer their own professional development together with their
peers and principals in the school community where they work. This could promote
teachers’ meaningful learning and receiving such social support that truly have impact on
teacher’s work in classroom and professional community (cf. lloméki et al., 2017) and
further to pupils’ learning and development. Peers are important resources for teacher
learning, and teachers benefit from each others significantly (cf. Leana, 2011; Vangrieken
et al., 2015). Within these perspectives, there are a lot of possibilities in building

meaningful and relevant education and support for teacher learning and development.

Funding

This article has been prepared in association with the Pioneered project, which has received
funding from the European Union’s Horizon 2020 research and innovation programme
under grant agreement No 101004392.

References

Avalos, B. & Razquin, P. (2017). The role of policy as a shaping influence on teacher education
and teacher educators: Neoliberalism and its forms. In D. J. Clandinin & J. Husu (Eds.), The
SAGE Handbook of Research on Teacher Education. Volume 2 (xx-xx). London: Sage.

Anuik, J., & Gillies, C. L. (2012). Indigenous knowledge in post-secondary educators’
practices: Nourishing the learning spirit. Canadian Journal of Higher Education, 42(1), 63-79.

Ball, D. L., & Forzani, F. (2009). The work of teaching and the challenge for teacher education.
Journal of Teacher Education, 60, 497-511.

Ball, D. L., & Forzani, F. M. (2010). Teaching skillful teaching. Educational Leadership, 68
(4), 40-45.

11



Barnett, R. (1994). The limits of competence: Knowledge, higher education and society.
Buckingham, UK: Open University Press.

Baumert, J. & Kunter, M. (2006). Stichwort: Professionelle Kompetenz von Lehrkriften.
Zeitschrift fiir Erziehungswissenschaft, 9(4), 469-520.

Belfi, B., Gielen, S., De Fraine, B., Verschueren, K., & Meredith, C. (2015). Schoolbased social
capital: The missing link between schools’ socioeconomic composition and collective teacher
efficacy. Teaching and Teacher Education, 45, 33-44.

Berliner, D. C. (1994). Expertise: The wonder of exemplary performances. In J. N. Mangieri
& C. Collins Block (Eds.), Creating powerful thinking in teachers and students (pp. 161-186).
Forth Worth, TX: Holt, Rinehart & Winston.

Biesta, G. J. J., & Burbules, N. C. (2003). Pragmatism and educational research. Latham, MD:
Roweman & Littlefield Pubishers.

Biesta, G., & Tedder, M. (2007). Agency and learning in the lifecourse: Towards an
ecological perspective. Studies in the Education of Adults, 39(2), 132-149.

Blomeke, S., Gustafsson, J., & Shavelson, R.J. (2015). Beyond dichotomies: Competence
viewed as a continuum. Zeitschrift fiir Psychologie, 223(1), 3-13. DOI:10.1027/2151-
2604/a000194

Boylan, M. (2017). Practices and challenges in critical teacher education: Turning to post-
structuralist ethics. In D. J. Clandinin & J. Husu (Eds.), The SAGE Handbook of Research on
Teacher Education. Volume 1 (xx-xx). London: Sage.

Boylan, M., & Woolsey, I. (2015). Teacher education for social justice: Mapping identity
spaces. Teaching and Teacher Education, 46, 62—71.

Boyle-Baise, M., & Mcintyre, D.J. (2008). What kind of experience? Preparing teachers in
PDS or community settings. In M. Cochran-Smith, S. Feiman-Nemser, & D.J. Mclntyre
(Eds). Handbook of research on teacher education (3" edition). (pp. 307-329). New York:
Routledge.

Bruno-Jofre, R. & Scott Johnston, J. (2014) Teacher education in a transnational world.
Toronto: University of Toronto Press.

Chubbuck, S. & Zembylas, M. (2016). Social justice and teacher education: Context, theory,
and practice. In J. Loughran & M. L. Hamilton, (Eds.), International Handbook of Teacher
Education. Volume 2 (pp. 463-501). Dordrecht: Springer.

Clandinin, D. J. & Husu, J. (Eds.) (2017). The SAGE Handbook of Research on Teacher
Education. Volumes 1 & 2. London: Sage.

12



Cochran-Smith, M., Barnatt, J., Lahann, R., Shakman, K., & Terrell, D. (2009). Teacher
education for social justice: Critiquing the critiques. In W. Ayres, T. Quinn, & D. Stovall
(Eds.). The handbook of social justice in education (pp. 625-639). London, England: Taylor
& Francis.

Cook, S. (2017). Preparing teachers for the moral and ethical job of teaching: a virtue-ethics
approach to teacher education. In D. J. Clandinin & J. Husu (Eds.), The SAGE Handbook of
Research on Teacher Education. Volume 1 (xx-xx). London: Sage.

Cook-Sather, A. & Baker-Doyle, K. (2017). Realizing moral purpose and resisting
demoralization in teaching. In D. J. Clandinin & J. Husu (Eds.), The SAGE Handbook of
Research on Teacher Education. Volume 1 (xx-xx). London: Sage.

Darling-Hammond, L. (2006). Powerful Teacher Education: Lessons from Exemplary
Programs. San Francisco, CA: John Wiley & Sons.

Darling-Hammond, L., Wei, R.C. & Johnson, C. M. (2009). Teacher Preparation and Teacher
Learning: A Changing Policy Landscape. Handbook of Education Policy Research, 613-636.

Day, C. (2021). The New Professionalism? How good teachers continue to teach to their best
and well in challenging reform contexts. In E. Kuusisto, M. Ubani, P. Nokelainen & A. Toom
(Eds.), Good Teachers for Tomorrow’s Schools: Purpose, Values, and Talents in Education
(pp. 37-56). Leiden: Brill.

Deed, G. (2017). Adapting to the virtual campus: transitions in teacher educator work and
identity. In D. J. Clandinin & J. Husu (Eds.), The SAGE Handbook of Research on Teacher
Education. Volume 2 (xx-xx). London: Sage.

Dervin, F., Paavola, H. & Talib, M. (2013). Kohti kasvatuksellista monimuotoisuutta?
Monikulttuurinen ja interkulttuurinen kasvatus suomalaisessa koulussa ja
opettajankoulutuksessa. Kasvatus, 44(3), 241-244.

Edwards, A. (2017). The dialectic of person and practice: how cultural-historical accounts of
agency can inform teacher education. In D. J. Clandinin & J. Husu (Eds.), The SAGE
Handbook of Research on Teacher Education. Volume 1 (xx-xx). London: Sage.

Eisenschmidt, E. (2006). Implementation of Induction Year for Novice Teachers in Estonia.
Tallinn University, Dissertations on Social Sciences, 25.

Eldor, L. & Shoshani, A. (2016). Caring relationships in school staff: Exploring the link
between compassion and teacher work engagement. Teaching and Teacher Education, 59(1),
126-136.

Ellis, V. & McGuire, M. (2017). Teacher education pedagogies based on critical approaches:
learning to challenge and change prevailing educational practices. In D. J. Clandinin & J. Husu

13



(Eds.), The SAGE Handbook of Research on Teacher Education. Volume 1 (xx-xx). London:
Sage.

Ellis, V., & McNicholl, J. (2015). Transforming teacher education: Reconfiguring the
academic work. Bloomsbury Publishing.

FNCCBE (2014). Finnish National Core Curriculum for Basic Education.
[https://www.oph.fi/en/education-and-qualifications/national-core-curriculum-basic-
education]

Flecha, R & Soler, M. (2013). Turning difficulties into possibilities: Engaging Roma families
and students in school through dialogic learning. Cambridge Journal of Education, 43(4),
451-465, http://dx.doi.org/10.1080/0305764X.2013.819068

Flessner, R. & Payne, K. (2017). Teachers and teacher educators’ sense of agency through
social theories of education. In D. J. Clandinin & J. Husu (Eds.), The SAGE Handbook of
Research on Teacher Education. Volume 1 (xx-xx). London: Sage.

Florian, L.; Spratt, J. (2013). Enacting inclusion: A framework for interrogating inclusive
practice. European Journal of Special Needs Education, 28(2), 119-135.

Gatti, L. (2016). Toward a framework of resources for learning to teach: Rethinking us
teacher preparation. Palgrave Macmillan.

Gatti, L., & Catalano, T. (2015). The business of learning to teach: A critical metaphor
analysis of one teacher's journey. Teaching and Teacher Education, 45, 149-160.

Griffin, P., Care, E., & McGaw, B. (2012). The changing role of education and schools. In P.
Griffin, B. McGaw, & E. Care (Eds.), Assessment and teaching of twenty-first century skills
(pp. 17-66). Heidelberg: Springer.

Grossman, P, & Horder. S. (2016). Effective teacher? Student self-evaluation of development
and progress on a teacher education programme. Journal of Further and Higher Education,
40(4), 447-465.

Grudnoff, L., Haigh, M., Hill, M., Cochran-Smith, M., Ell, F. & Ludlow, L. (2016).
Rethinking initial teacher education: preparing teachers for schools in low socio-economic
communities in New Zealand. Journal of Education for Teaching, 42(4), 451-467.

Harju-Luukkainen, H., Kuukka, K., Paavola, H. & Tarnanen, M. (2015). V&hemmist6jen
asema koulutuksessa. Teoksessa N. Ouakrim-Soivio, A. Rinkinen & T. Karjalainen (toim.),
Tulevaisuuden peruskoulu (s. 58-65). Opetus- ja kulttuuriministerion julkaisuja 2015:8.

Heikkinen, H.L.T., Aho, J. & 2015. Ope (ei) saa oppia. Opettajankoulutuksen jatkumon
kehittaminen. Jyvaskyla: Jyvaskylan yliopisto. Koulutuksen tutkimuslaitos.

14


http://dx.doi.org/10.1080/0305764X.2013.819068
https://www.scopus.com/source/sourceInfo.uri?sourceId=19700188253&origin=recordpage

Heikonen, L., Pietarinen, J., Pyhalto, K., Toom, A. & Soini, T. (2016). Early career teachers’
sense of professional agency in the classroom: Associations with turnover intentions and
perceived inadequacy in teacher student interaction. Asia-Pacific Journal of Teacher
Education. DOI: 10.1080/1359866X.2016.1169505

Hiebert, J., Morris, A. K., Berk, D. & Jansen, A. 2007. Preparing teachers to learn from
teaching. Journal of Teacher Education, 58 (1), 47-61.

Huberman, M. (1993). The lives of teachers. London: Cassell Villiers House.

Husu, J &.Clandinin, D. J. 2017. Pushing boundaries for research in teacher education:
Making teacher education matter. In D. J. Clandinin & J. Husu (Eds.) The SAGE Handbook

of Research on Teacher Education. Volume 2. London: Sage.

Husu, J. & Toom, A-M. H. 2016. Opettajat ja opettajankoulutus — suuntia tulevaan. Selvitys
ajankohtaisesta opettaja- ja opettajankoulutustutkimuksesta opettajankoulutuksen
kehittamisohjelman laatimisen tueksi. Helsinki: Opetus- ja kulttuuriministerio. Opetus- ja

kulttuuriministerion julkaisuja 33.

llomaki, L., Lakkala, M., Toom, A. & Muukkonen, H. (2017). Teacher learning within a
multinational project in an upper secondary school. Education Research International. DOI:
10.1155/2017/1614262

Isenbarger, L. & Zembylas, M., (2006). The emotional labour of caring in teaching. Teaching
and Teacher Education, 22, 120-134.

Kelchtermans, G. & Deketelaere, A. (2016). The emotional dimension in becoming a teacher.
In J. Loughran & M. L. Hamilton, (Eds.), International Handbook of Teacher Education.
Volume 2 (pp. 429-461). Dordrecht: Springer.

Kelchtermans, G. & Vanassche, E. (2017). Micropolitics in the education of teachers: Power,
negotiation, and professional development. In D. J. Clandinin & J. Husu (Eds.), The SAGE

Handbook of Research on Teacher Education. Volume 1. London: Sage.

15



Kim, M. & Schallert, D. (2011). Building caring relationships between a teacher and students
in a teacher preparation program word-by-word, moment-by-moment. Teaching and Teacher
Education 27, 1059-1067.

Klassen, R., Durksen, T., Patterson, F. & Rowett, E. (2017). Filtering functions of assessment
for selection into initial teacher education programs. In D. J. Clandinin & J. Husu (Eds.), The
SAGE Handbook of Research on Teacher Education. Volume 2 (xx-xx). London: Sage.

Korthagen, F. A. J. (2004). In search of the essence of a good teacher: towards a more holistic

approach in teacher education. Teaching and Teacher Education, 20, 77-97.

Kretchmar, K. & Zeichner, K. (2016). Teacher prep 3.0: A vision for teacher education to
impact social transformation. Journal of Education for Teaching, 42 (4), 417-433.

Kumashiro, K. (2010). “Seeing the Bigger Picture: Troubling Movements to End Teacher
Education.” Journal of Teacher Education 61 (1-2), 56—65.

Labaree, D.F. (1997). Public goods, private goods: The American struggle over educational
goals. American Educational Research Journal, 34(1), 39-81.

Lampert, M. (1998). Studying teaching as a thinking practice. In J. Greeno & S. G. Goldman
(Eds.), Thinking practices (pp. 53-78). Hillsdale, NJ: Lawrence Erlbaum.

Leana, C. (2011). The missing link in school reform. Stanford Social Innovation Review, 9
(4), 30-35.

Liu, K., Miller, R. & Jahng, K. E. (2016). Participatory media for teacher professional
development: Toward a self-sustainable and democratic community of practice. Educational
Review, 68(4), 420-443.

Madden, B. (2015). Pedagogical pathways for Indigenous education with/in teacher
education. Teaching and Teacher Education, 51, 1-15.

McNamara, O. & McNicholl, J. (2016) Poverty discourses in teacher education:
understanding policies, effects and attitudes, Journal of Education for Teaching, 42(4), 374-
377, DOI: 10.1080/02607476.2016.1215545

Mena, J. & Clarke, A. (2021). Teacher Induction and Mentoring: Supporting Beginning
Teachers. Switzerland: Springer — Palgrave MacMillan.

16



Meristo, M. (2016). Personal and contextual factors shaping novice teachers’ early
professional career. Dissertations on Social Sciences, 101. Tallinn University: School of
Educational Sciences.

Mitchell, R. & Carrigan Wooten, S. (2017). Recruitment and retention of traditionally
underrepresented students in teacher education. In D. J. Clandinin & J. Husu (Eds.), The
SAGE Handbook of Research on Teacher Education. Volume 1 (xx-xx). London: Sage.

Moon, B. (2016). New directions for the reform of university-based teacher education. In B.
Moon (Ed.), Do universities have a role in the education and training of teachers? An
international analysis of policy and practice (251-262). Cambridge, UK: Cambridge
University Press.

Noddings, N. (2005). The challenge to care in schools, an alternative approach to education.
New York: Teachers College Press.

Noddings, N. (2010). Moral education in an age of globalization. Educational Philosophy
and Theory, 42(4), 390-396.

Oberle, E., Domitrovichc, C. E., Meyersc, D.C. & Weissberg, R. P. (2016): Establishing
systemic social and emotional learning approaches in schools: A framework for schoolwide
implementation. Cambridge Journal of Education, 46(3), 277-297.

PIONEERED: Pioneering Policies and Practices Tackling Educational Inequalities in Europe
(2021-24). https://www.pioneered-project.eu/about/key-facts

Pantic, N. & Wubbels, T. (2010). Teacher competencies as a basis for teacher education —
Views of Serbian teachers and teacher educators. Teaching and Teacher Education, 26, 694—
703. DOI:10.1016/j.tate. 2009.10.005.

Paine, L., Aydarova, O. & Syabhril, I. (2017). Globalization and teacher education. In D. J.
Clandinin & J. Husu (Eds.), The SAGE Handbook of Research on Teacher Education.
Volume 2 (xx-xx). London: Sage.

Paine, L., Blomeke, S., & Aydarova, O. (2016). Teachers and teaching in the context of
globalization. In D. H. Gitomer & C. A. Bell (Eds.), Handbook of research on teaching (5"
ed.), (pp. 717-786). Washington, D.C.: AERA.

Payne, K. & Zeichner, K. (2017). Multiple voices and participants in teacher education. In D.

J. Clandinin & J. Husu (Eds.) The SAGE Handbook of Research on Teacher Education.
Volume 2. London: Sage.

Pyhalto, K., Pietarinen, J. & Soini, T. (2014). Comprehensive school teachers’ professional
agency in large-scale educational change. Journal of Educational Change, 15(3), 303-325.

Rajala, A. (2016). Toward an agency-centered pedagogy - A teacher’s journey of expanding
the context of school learning. University of Helsinki: Department of Teacher Education.

17


https://www.pioneered-project.eu/about/key-facts

Sanger, M. (2017). Teacher beliefs, teacher education, and the moral work of teaching. In D.
J. Clandinin & J. Husu (Eds.), The SAGE Handbook of Research on Teacher Education.
Volume 1. (xx-xx). London: Sage.

Sanger, M & Osguthorpe, R. (Eds.) (2013). The moral work of teaching and teacher
education: Preparing and supporting practitioners. New York: Teachers College Press.

Schussler, D. & Collins, A. (2006). An empirical exploration of the Who, What, and How
schools care. Teachers College Record, 108(7), 1460-1495.

Seidl, B. & Friend, G. 2002. Leaving authority at the door: Equal-status community-based
experiences and the preparation of teachers for diverse classrooms. Teaching and Teacher
Education, 18, 421-433.

Shavelson, R. (1973). What is a basic teaching skill? Journal of Teacher Education, 24, 144-
151.

Sherin M. G. & van Es, E. A. (2012). Effects of video club participation on teachers'
professional vision. Journal of Teacher Education, 60(1), 20-37.

Shulman, L. (1987). Knowledge and teaching: Foundations of the new reform. Harvard
Educational Review, 57(1), 1-21.

Smith, E. & Lopez, P. (2016). Collaboration for a curriculum of caring: The zeitgeist is right.
Psychology in the Schools, 53(3), 270-285.

Soini, T., Pietarinen, J., Toom, A. & Pyhélto, K. (2015). What contributes to first-year

student teachers' sense of professional agency in the classroom? Teachers and Teaching:
Theory and Practice, 21(6), 641-659.

TALIS, (2018). OECD. https://www.oecd.org/education/talis/

Tartwijk, J. v., Zwart, R & Wubbels, T. (2017). Teacher development throughout the career.
In D. J. Clandinin & J. Husu (Eds.), The SAGE Handbook of Research on Teacher Education.
Volume 2 (xx-xx). London: Sage.

Thompson, P. (2013). Learner-centered education and “cultural translation”. International
Journal of Educational Development, 33, 48-58.

Thornberg, R. (2017). Social constructivist approach to moral reasoning and behavior in
teacher education. In D. J. Clandinin & J. Husu (Eds.), The SAGE Handbook of Research on
Teacher Education. Volume 1 (xx-xx). London: Sage.

Tiilikainen, M., Toom, A., Lepola, J. & Husu, J. (2019). Reconstructing choice, reason and
disposition in teachers’ practical theories of teaching (PTs). Teaching and Teacher Education,
79, 124-136. DOI: https://doi.org/10.1016/].tate.2018.12.011

18


http://onlinelibrary.wiley.com/doi/10.1002/pits.21898/full
https://tuhat.halvi.helsinki.fi/portal/fi/persons/auli-toom(aa9a6c4c-d6bc-416a-b520-734bf60adbe3).html
https://tuhat.halvi.helsinki.fi/portal/fi/persons/kirsi-pyhaltoe(677db559-b36b-44a4-90c6-d3e4bd87e94b).html
https://tuhat.halvi.helsinki.fi/portal/fi/publications/what-contributes-to(aad31d83-b4a1-4344-b973-56772c40318b).html
https://tuhat.halvi.helsinki.fi/portal/fi/publications/what-contributes-to(aad31d83-b4a1-4344-b973-56772c40318b).html
https://www.oecd.org/education/talis/
https://doi.org/10.1016/j.tate.2018.12.011

Tirri, K. (1999). Opettajan ammattietiikka [Teacher’s Professional Ethics]. Helsinki: WSOY'.

Tirri, K., & Husu, J. (2002). Care and responsibility in “the best interest of the child”:
relational voices of ethical dilemmas in teaching. Teachers and Teaching, 8(1), 65-80.

Tirri, K. & Kuusisto, E. (2022). Teachers’ Professional Ethics: Theoretical Frameworks and
Empirical Research from Finland. Leiden: Brill.

Toom, A. (2017). Teacher’s professional and pedagogical competencies: a complex divide
between teacher’s work, teacher knowledge and teacher education. In D. J. Clandinin & J.
Husu (Eds.), The SAGE Handbook of Research on Teacher Education. Volume 2. London:
Sage.

Toom, A., Pietarinen, J., Soini, T. & Pyhalto, K. (2017). How does the learning environment
in teacher education cultivate first year student teachers’ sense of professional agency in the
professional community? Teaching and Teacher Education, 63, 126-136. DOI:
10.1016/j.tate.2016.12.013

Toom, A., Pyhalto, K., Pietarinen, J. & Soini, T. (2021). Professional Agency for Learning as
a Key for Developing Teachers’ Competencies? Education Sciences, 11.
https://doi.org/10.3390/educsci1l1070324

Toom, A. & Pyhélto, K. (2013). Opetus koulun arjessa: osallistavan pedagogiikan ja oppilaiden
oppimisprosessiin kiinnittymisen valisestad suhteesta. Teoksessa K. Pyhalté & E. Vitikka
(toim.), Oppiminen ja pedagogiset kaytannot varhaiskasvatuksesta perusopetukseen. Oppaat
ja kasikirjat (s. 79-92). Helsinki: Opetushallitus.

UNESCO (2021). Reimagining our futures together: A new social contract for education.
Report from the International Commission on the Future of Education.

Vangrieken, K. Dochy, F., Raes, E. & Kyndt, E. (2015). Teacher collaboration: A systematic
review. Educational Research Review 15, 17-40.

Vermunt, J.D., & Endedijk, M.D. (2011). Patterns in teacher learning in different phases of

the professional career. Learning and Individual Differences, 21, 294-302.

Westera, W. (2001). Competences in education: a confusion of tongues. Journal of
Curriculum Studies, 33(1), 75-88.

Zeichner, K. A. (1983). Alternative paradigms of teacher education. Journal of Teacher
Education, 34 (3), 3-9.

Zeichner, K. (2016). Independent teacher education programs: Apocryphal claims, illusory
evidence. Boulder, CO: National Education Policy Center Brief.

19


https://doi.org/10.3390/educsci11070324

Zeichner, K., Bowman, M., Guillen, L., Napolitan, K. (2016). Engaging and working in
solidarity with local communities in preparing the teachers of their children. Journal of Teacher
Education. 67(4).277-290.

Zeichner, K., Payne, K. A., & Brayko, K. (2015). Democratizing teacher education. Journal of
Teacher Education, 66(2), 122-135.

Zygmunt, E. & Clark, P. (2016). Transforming teacher education for social justice. New York:
Teachers College Press.

20



