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FRITZ K. OSER, FRANK ACHTENHAGEN & URSULA RENOLD  

COMPETENCE-ORIENTED TEACHER TRAINING: 
OLD RESEARCH DEMANDS AND NEW PATHWAYS  

Since several decades teacher training programs build basically on knowledge 
transfer orLand transfer of traditional how-to-do-concepts about what works in the 
classroom. That is why many teacher-training programs have also two parts, 
namely a university based theoretical one and later a practical one outside or at least 
half outside in the field, called school. The main idea behind this basic model is that 
teaching needs two sources, a theoretical or knowledge based one and a practical 
one, which is guided by the tradition of what happens in school.  
 Even if these programs have some convincing elements they lack a fundamental 
core idea, namely that each teaching situation itself needs a certain competence 
profile of the acting profession that calls for specific professional performances and 
a bringing together of the know-how with theoretical knowledge. These performan-
ces have to bring in each moment theory and practice together. They can never be 
deduced from the theoretical reflections alone. They also cannot be fed by a single 
practice tradition. The learning situation itself and the design from its specificity 
call for a solution and the respective action immediately. On the other side any such 
action would be blind, if no theoretical regulation and guidance is at its base. If we 
define a specific action in a way that it can be objectively seen as better or worse, 
we speak about teaching standards. How does a teacher student learn to bring these 
two things togetherO Research has the task to produce the knowledge of how such 
standards can be seized and measured. In addition, it also is concerned with the 
theoretical modeling of such competences respectively performances oriented 
teacher pre-service and in-service training. It is decisive that researchers have an 
idea about how we can conceptualize and build a competence based teacher-training 
in which its actions are not only based on traditions and the always postulated field 
relatedness, but also on psychological and behavioral fundamental research which 
elucidates situations and their necessities with regard to their specific transfor-
mation through professional teaching acts. Necessities means the calling for to act 
in order to scaffold learning, to create learning situations, to support self-regulation 
in learning or to help out of learning blockings, of discipline difficulties, of de-
motivation and learning-disgust. Let’s take as an example the student who is lost in 
a learning journey. A good teacher first does perceive it, makes hypotheses about 
why is this and how to change and then try out some helping behavior with hints, 
stepwise going back, support of the way which was reached until now etc. With 
TnecessityU we do not mean a fixed strategy for acting; we mean that the teacher 
has awareness for a problem and tries to solve it in a caring and academically 
challenging way. Necessity is a pedagogical metaphor for being called to react or to 
act for building learning opportunities. Necessity is also a metaphor for bringing 
theoretical and practical knowledge in concrete teacher trainings situations together. 

© 2006 Sense Publishers. All rights reserved.
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Research must give us information about how effective such enterprises are, how 
much situational effects go into such actions and which action and measurement 
standards lead to better pathways in teacher training. 
 Of course, there are many ways of realizing practically a competence respective 
performance oriented teaching training setting. The most simple is to build into any 
program a fixed time window for the co-working of professors and practitioners in 
practical settings. Thus, let’s say that every Monday from X am until 1pm teacher 
training students work in experimental classroom situations, in which questions of 
research based acting and reacting are practically, theoretically and reflectively 
treated. But this would be only one form of situated learning in teacher training 
settings. There could be of course other forms. Main idea is that the competence 
itself is searched for and performatively treated under the guidance of a research 
based action. 
 This volume, thus, has as its task to formulate research based teacher-training 
elements or to display at least program parts of it with a focus on professional per-
formances that are necessary in solving daily learning situation in schools. Because 
it is an international volume we accept that there is different access to this question. 
We know that the pathway from the Tknowing whatU to the Tknowing howU in 
teacher training is painful. We know also that the building in of research into train-
ing is always related to somewhat fear of the teachers that research wants to control 
their doing. But we belief that teaching without basic scientific understanding of 
every professional act in it does not lead to any result of making things better. But 
research in the field of performance oriented training looks at Tbetter perception of 
classroom events, better ability to read cues from studentsU, but also Tgreater sen-
sitivity to contextU and Tbetter monitoring of learning and providing feedback to 
studentsU, Tmore frequent testing of hypothesesU etc. (Berliner 2^^1, 47^). It entails 
intervention programs for better teaching for in-service trainings, it entails Tlarge-
scale innovations based on regenerated theories of teaching and learningU (Geijsel 
et al. 2^^1, 131), it controls domain-specific use of knowledge resources, it stimu-
lates the quality of coaching in relation to the professional development of teachers 
etc. 
 In a first part of this volume we present a macro-, a meso- and a micro-concep-
tion for research based new pathways in teacher training. The macro-conception 
from Pertti Kansanen from Helsinki, Finland, sketches on the one hand how in-
ductive and deductive views of theorizing can frame research questions when teach-
ing activities originate from classroom practices and from student’s and teacher’s 
own expectations. On the other hand it analyzes the relationship between intuitive 
and rational elements of the teachers’ acting, and thus distinguishes experimental, 
personal, problem-based and case approach oriented questioning of what happens in 
teaching based on a given curriculum. d Fritz Oser and Ursula Renold from the 
University of Fribourg, Switzerland, argue on a meso-level. They start from the 
inductive observation and formulation of teaching standards, which are defined as 
competence profiles combined with an expected quality level. Such a competence is 
defined on a middle level of abstraction in which a situation calls for a reaction to 
specify it and to handle it. The authors speak from a middle level because a 
teaching situation needs always a clustered form of action and not a single action. 
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In order to help a student you need to perceive, to judge, to ask, to help, to feedback 
etc., and all this is guided by the one and the same taylorised vignette of teaching. 
But here also a research program is presented. d On the micro-level the contribution 
of Frank Achtenhagen (Georg-August-University Göttingen, Germany) deals with 
complex learning situations. The increasing use of complex teaching-learning 
environments in the fields of economic and business education and training d 
treating especially the relationship to concepts of subject didactic and teacher 
education leads to a fine tuned analysis of possible interconnections between these 
elements. The concept of subject didactic is introduced as an alternative 
respectively supplement of actual teaching-learning research which d especially in 
the US d is dominated by educational psychology. The paper specifies the 
theoretical assumptions by especially focusing on one central topic: the influence of 
subjective theories of teacher students during their training for running effectively 
and efficiently complex teaching-learning environments. Results of an empirical 
study demonstrate that the efficiency of teaching with the help of complex 
environments heavily depends on the shape of the teachers’ subjective theories on 
how to use them. The results allow to formulate hints of how to train teacher 
students and also how to use complex teaching-learning environments in the 
classroom d considering aspects of the corresponding subject didactic. 
 The second part of the book concerns issues of measurement of effective 
teaching-learning situations and issues of quality and evaluation. The first paper of 
Richard Shavelson (Stanford University, USA) starts with the assumption that 
teachers often view student assessment as something apart from regular teaching, 
serving primarily the purpose of providing grades or informing, sometimes 
placating, parents. He beliefs that in at least US and British education, student 
assessment is seen as something outside the regular course of teaching. He states 
that this situation is currently changing with the recognition of the importance of 
formative assessment in the improvement of student learning (especially as docu-
mented by Black and Wiliam in Great Britain). Two joint projects, one between 
Stanford and Kings College, London, and the other between Stanford and the 
University of Hawaii seek to devise ways of enhancing teachers’ capabilities to 
carry out formative assessment. Training, implementation, qualitative and rando-
mized-trial data are brought to bear on teachers’ development of their assessment 
practices in the talk. The main goal is not to measure but to give teachers more 
serious information in order to enable them to really help students to learn. 
 The second paper of Manfred Prenzel & Christian Ostermeier (IPN, University 
of Kiel, Germany) deals with a program to increase the quality of science and 
mathematics instruction in schools. The initial cause for this decision were the 
TIMSS findings on the mediocre performance of German students in science and 
mathematics. Detailed analyses of the German results revealed particular deficien-
cies that turned out to be even more troublesome than the mere low ranking. It 
appears that German students in science and mathematics perform reasonably well 
at tasks that require routine procedures. They fail, however, to solve the more de-
manding and complex tasks requiring conceptual understanding or flexible applica-
tion of knowledge. The quality development program aims at improving science 
and mathematics instruction in German classrooms and draws on three central 
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characteristics. First, the program is highly problem-oriented and is based on 
relevant findings from research on learning and teaching in math and science. The 
intervention consists of eleven modules addressing the major deficiencies of science 
and mathematics instruction in Germany. It is one of the most comprehensive 
controlled influences of in-service teacher training. The support of the teachers is 
especially given through networks consisting of schools which are integrated in a 
nationwide net. Convincing is not only the intervention and programming effort 
themselves but also data elucidating the evaluation effort of the authors. 
 The third paper of the second part from Theo Bergen, Anita Engelen & Karin 
Derksen (University of Nijmwegen, The Netherlands) evaluates interventions on 
teacher coaching. Two intervention studies were carried out with coaching as a 
central element. The results of the studies were ambiguous. That’s why the authors 
decided to take a closer look into the coaching dialogues. During the first 
intervention study 45 peer coaching dialogues were audio-taped and transcribed. 
The question was how the researchers can assess quality differences: TA procedural 
perspective related to the recommended phases during the coaching conference, a 
coaching specific perspective related to the five specific functions of successful 
coaching and an instructional content perspective related to teaching for active 
learning, which is discussed or proposed by the coach or teacherU. The authors 
found remarkable quantitative and qualitative differences. Their results indicate that 
peer coaches could potentially create a powerful learning environment for their 
colleagues, if they support not only the respective right acts but create also suitable 
forms of coaching dialogues that refer to theoretical issues of teacher training. 
 The third part of the book deals with ethical questions, with questions of 
emotional reactions to ethical situations and with the the professional moral 
question about teaching without teacher training and teaching certificates. David C. 
Berliner (Arizona State University, Tempe, USA) mentions first that Tthree 
solutions are used to cope with a teacher shortage caused by low pay and poor 
working conditions: allowing out-of-field teaching, designing faster alternative 
methods of teacher education, and allowing untrained people with college degrees 
to teach. This paper documents the dangers in all three approaches, focusing on a 
recent empirical study that assessed student learning associated with teachers who 
enter the profession through alternative programs of teacher education, or who enter 
the profession without any formal teacher education at all.U The author presents 
empirical evidence that un-certified teachers were hired for the poorest schools, did 
less well compared to certified teachers in many variables and enhanced social 
differences between students through their teaching. d The second paper of the third 
part from Alan Reiman and Sharon Nodie Oja (North Carolina State University, 
Raleigh; University of New Hampshire, Durham, USA) deals with the question of 
changing teacher’s conceptual judgment reasoning and ethical judgment reasoning. 
By a meta-analysis the authors prove that the more complex ethical and conceptual 
reasoning are, the more flexible the instructional repertoire is, the more student-
centered and more responsive the teacher presents himLherself and that the effect 
sizes are highest when the intervention included indeed ethical and conceptual 
judgment changes. They develop a practice based theory of professional education 
with elements like contextualized learning, complex helping experiences, guided 
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inquiry, continuity and so on. d The third paper of the second book part from Sofie 
Maas, Cees Klaassen & Eddie Denessen (University Nijmegen, The Netherlands) is 
an explanatory study of teachers’ reactions on critical situations. The result of the 
study is interesting because teachers in general do not judge the presented situations 
as difficult, but are highly willing to use them for moral education purposes. Most 
interesting is the different strength of the emotional reactions with respect to 
different critical situations. Situations are in general morally charged; but whether 
they are used for effective moral education depends also on the amount of felt 
difficulties, which is related itself to high or low emotional reactions of the 
teachers. And more important, the authors confirm that the conceived welfare of 
their students leads to the extent of how situations are used for moral education and 
moral development. 
 The fourth part of the book is designated to the cognitive sources of teaching 
competences. James W. Pellegrino, Susan R. Goldman, Matthew Brown, Banu 
Oney, Denise Conan Nacu & Robert Plants  (University of Illinois at Chicago, 
USA) present a paper with two central claims, namely first about the effects of the 
learning environment and second on the role of a developed explorer for content 
support for instructors. For them effective learning environments are knowledge-
centered, learner-centered, assessment-centered, and community-centered. The 
developed web-based system that makes knowledge accessible to teachers is called 
TAdaptive Instructional MaterialsU (AIM). It assists the users in applying the 
teaching resources to the creation of lessons and courses; it also makes available for 
teaching acts research papers, websites, and other published material. Curriculum 
design needs, authoring and reflection components, scenarios of use are the 
elements of such programs helping the teachers to become more professional. This 
paper, thus, is a contribution to a new view of teacher competences. Teachers are 
built into a community of practitioners with an immense apparatus of experiences, 
professional knowledge and content treating performances. To bring this together in 
a web-based using format and to train teacher to use it is a new and striking format 
of professional development. d The second paper of the fourth part from Hanna J. 
Arzi, and Richard T. White (Tel Aviv, Israel; Monash University, Australia) 
discusses the longitudinal time dimension with respect of teacher’s knowledge of 
subject matter. Not only that this knowledge is an important part for the competence 
development of teachers but also the state of the art for instance in science 
education and the respective conceptual change becomes an until now not well 
researched part of this competence. Thus, the main question is how people change 
their knowledge over a long period of more than 17 years after their preservice 
period. Sources of change, the authors found, are the required curriculum and 
additional knowledge going beyond what they learned within their career. They 
distinguish between leavers and stayers, and they present case studies whereas the 
ones who left teaching gave real change, but only minor changes for the ones who 
had no plan for quitting. Long-term professional development with respect to 
content knowledge must deal with the finding of the authors that in-service training 
is seeing as less efficacious than pre-service training, which seems in spite of many 
courses and retraining a key to every content knowledge change of teachers. 
Content and competence for acting are two sisters with a long life history. d The 
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third paper from Helma Oolbekkink-Marchand, Jan van Driel & Nico Verloop 
(Leiden University, The Netherlands) is on teachers’ perspectives on self-regulated 
learning. This is one of the most important competences teachers must develop: 
Stimulating the intrinsic rehearsal and discovering of students. In a qualitative study 
the authors develop d based on instructional learning activities and using an 
interpretation format for metaphors d 6 perspectives relating teaching especially to 
content. An example of such a perspective is a teacher expecting the students to 
cooperate, to work hard and to be motivated himself or herself. Another would be 
the expectation that the student works hard, but is fully controlled by the teacher or 
by the method used for the subject matter. Thus, teaching competences are quite 
heavily influenced by what teachers understand how the student should learn and 
guide himLherself.  
 The fifth part of the book consists of the question on how external demands, 
hidden types of values, and expectations about how classroom instructional practice 
influences learning outcomes relate to the teaching standards respective the 
competence profiles of teachers. Sanneke Bolhuis (Universiteit Nijmegen, 
Netherlands), presents a critical constructivist approach for answering some 
elements of this comprehensive question. The author reflects on the spontaneous 
learning in doing the teaching. She distinquishes between tacit knowledge of 
experts, practical knowledge and practical wisdom, knowing that these forms of 
influence on competences do not have effects if they are not led to new awareness 
of what happens in the daily teaching. She shows that habitual change is difficult 
and that emotions play an important role in this process. At the end she reflects  the 
spontaneous learning format which is mostly unaware to researchers in the field of 
teacher change and inservice development. d The second paper of the fifth part 
Wiel Veugelers (University for Humanisties, Utrecht, Netherlands) , Ewoud de Kat 
& Hkllne Leenders (University of Amsterdam, Netherlands) offers d also from a 
critical pedagogical point of view - the friction between values and social 
conventions that represents another hidden element in the teacher in-service 
development. Competences and teaching standards, thus, are according to them 
related to stimulating citizenship education in every teaching moment. Teacher 
students should not learn how to transmit values but through the change of the own 
value concept through teaching. d The last paper of the book represents an 
important part of the legacy of Graham Nuthall (Canterbury University, 
Christchurch, New Zealand), a patient researcher on teaching-learning processes 
and the respective teachers’ learning of teaching competences. He starts with the 
premise that student’s learning is a function of student’s experience and that 
student’s experience is a function of students’ formal and informal intellectual 
activities. Teaching is a process of designing learning and of managing the 
respective activities and resources. According to Nuthall there are three types of 
learning to teach, namely a) the acquisition of the meaning and practices that are 
embedded in the classroom activity, b) the acquisition of conceptual subject matter 
itself, and c) the acquisition of the reform issues with respect to the science teaching 
debate. The case studies the author presents remind us that the same material can be 
used for different research questions. The conclusion drawn from these analyses 
suggests that learning is only a by-product of the students’ experiences that are 
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stimulated through the teaching practice. The competence that comes out here 
consists in seeing that the perceptions of what students are doing are quite different 
from what is really there. It is in deed a multiple relationship that denominates 
processes in the classroom. Thus, there is always a struggle for matching the 
structural determinants of students engagement of classroom activities to the 
teachers’ designing of it, this within the public accountability system and the 
content dimension for the teaching learning process. 
 The last part, the outlook of the book is again a reflection on what it means to 
develop a competence-oriented teacher training conception. It must be standard 
based and of course related to the standard profile of different types of influencing 
students to learn, to cooperate, to participate and thus, to create meaning in life. 
There is no final theory of instruction, but all the papers contribute to it. Already 
Bruner called his well known book of 1X65 TToward a Theory of Instruction.U We, 
today are underway toward a theory of teachers’s professional competences. The 
book is only a Milestone on the pathway toward it.  
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PART 1:  

MACRO-, MESO- AND MICRO-ASPECTS OF  
TEACHING-LEARNING PROCESSES IN TEACHER 

 TRAINING SITUATIONS 

 





PERTTI KANSANEN 

CONSTRUCTING A RESEARCH-BASED PROGRAM IN 
TEACHER EDUCATION 

The basic starting-point 

The system of teacher education is strictly dependent on the context in which it is 
realized. It is usually designed for a particular school system, which means that 
research on teacher education is correspondingly dependent on practice within this 
school system (Moon, Vl!sceanu & Barrows, 2^^3). Also, subjects of research 
acquire their meaning from the national school community; it is not possible to 
carry out empirical research on problems that are not seen in reality. In spite of this 
a general approach towards constructing a teacher education program is, to a certain 
extent, possible. The instructional process has universal characteristics and espe-
cially the basic concepts and practices may be said to be comparable everywhere 
(cf. Anderson & Burns, 1X8X). Nevertheless, research concerning the instructional 
process and into teacher education is not as free and universal as is the case with 
general psychological research (Kansanen, 2^^2). 
 At an abstract level, teacher education programs are assigned to different levels 
of importance according to their expressions of the mission of the program. If a 
teacher education program is designed to cover more than merely practical matters 
it usually has some basic organizing theme directing its design (Galluzo & Pank-
ratz, 1XX^). First of all, teacher education programs should be built in a systematic 
way. This means that the program should have some basic beliefs to guide it and an 
organizing theme or themes as principles for the selection of the program’s content. 
In addition to an explicit program, there are implicit thoughts and conditional 
factors, which guide the system and provide space to exist within this context 
(Doyle, 1XX^, pp. 3-4). 
 The aim of research-based teacher education is to be able to make educational 
decisions based on rational argumentation in addition to everyday or intuitional 
argumentation. The skill of thinking along the lines of research principles presup-
poses a general understanding of all-round research methods, as well as a positive 
attitude towards the research. This means that the teacher is also able to do hisLher 
own research if this is necessary. However, developing teachers into researchers is a 
much more demanding goal (Cochran-Smith & Lytle, 1XX^; Grimmett, 1XX5; 
Wong, 1XX5a; Wong, 1XX5b; Wilson, 1XX5; Baumann, 1XX6; Henson, 1XX6). In the 
nteacher-as-researcher’ movement, teachers carry out research either independently 
or in a collaboration with a senior researcher. The actual objective is to write and 
publish a report. Research-based thinking, on the contrary, is the use of research 
competencies in one’s own teaching and in the making one’s own educational 
decisions. It is natural that much of the research described in this way resembles 
action research and is in line with qualitative research. However, restriction of the 
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process to nothing more than action research overlooks a great deal of the teacher’s 
work. A philosophical approach to conceptual analyses and towards the require-
ments needed in evaluation is important topics in teaching. Readiness and posses-
sion of the skill of reading professional journals belong to the methodical compe-
tence required in research-based teaching. 
 Although an all-round understanding of research methods is desirable, the nature 
of a teacher’s work is much akin to the activities of a practitioner-researcher. 
Reflection is a way of gaining knowledge about one’s own doings and about 
interaction in the teaching-studying-learning process. Bengtsson (1XX5) adds 
dialogue with colleagues and research as other possibilities. For reflection, a certain 
distance is needed to be able to ponder one’s own decisions and their role in 
practice. In this process, teachers may utilize their knowledge about research-based 
thinking skills. This also means they must have the competence to read articles in 
professional journals and research reports. 

Main organizing theme: Research-based approach 

Zeichner has presented a classification of possible teacher education programs 
(1X83) and has classified them as belonging to four paradigms: behavioristic, 
personalistic, traditional-craft, and inquiry-oriented. An open question is whether 
these paradigms form a hierarchy. It appears that they may be viewed as following 
on from each other. If this is so, it implies that e.g. the inquiry-oriented paradigm 
contains elements of all other paradigms. The important point is that the specific 
emphasis in the program decides to which paradigm it belongs. Tom (1X85) has 
further analyzed the inquiry-oriented paradigm by developing a set of dimensions 
for use in clarifying the concept of inquiry-oriented teacher education. These di-
mensions are: the arena of the problematic, the model of inquiry, and the onto-
logical status of the educational phenomena. The important core of the paradigm is 
that it directs attention to fundamental questions related to purposes and ends. 
 Our research-based approach resembles the inquiry-oriented paradigm; all parts 
in the teacher education program are justified by a systematic totality and focus on a 
teacher’s thinking process that may be characterized by the criteria used in research. 
As Rudduck (1X85, p. 288) said, it is: TResearch, as a perspective that goes across 
the curriculum of teacher education courses …U. This means that the program is 
designed to enhance teacher competence by employing research-based thinking in 
daily decisions and activities. 
 There are two general aspects when applying the research-based approach in 
teacher education. First, the program is designed according to the research results 
and evidence concerning teacher education. All the parts of the program must be 
justified by research evidence and, where this is not possible, according to some 
logical rules that are in harmony with the organizing theme and principles of the 
aims and goals of the teacher education curriculum. Talking about evidence-based 
teacher education is, however, too precise. Research results do not, at least not so 
far, support this kind of justification (cf. Wilson, Floden & Ferrini-Mundy, 2^^1; 
Darling-Hammond & Youngs, 2^^2). Secondly, research-based teacher education 
aims at teacher thinking and reflection that makes it possible to justify the decisions 
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taken and activities engaged in through research methodology. Using research as a 
base for teacher education may raise the question of what we mean by research. 
Using the expression of metaphors according to Cochran-Smith (2^^2), research-
based teacher education refers here to the metaphor of research as stance. 
 There are, however, two sides of the coin also in this matter, i.e. research as 
stance. Thinking along research principles requires, on the one hand, an extensive 
knowledge of research methods in order to actually be able to receive new 
knowledge, or Tmultiple epistemological perspectivesU as Young (2^^1, p. 6) puts 
it. That means the ability to read and discuss, and, further, to apply what has been 
read and discussed to one’s own thinking and work. To achieve this aim, a broad 
methodological program is required. Both quantitative and qualitative methods and 
their many categories, as well as background philosophical assumptions, can be 
justified as belonging to the program. On the other hand, thinking competence also 
presupposes the ability to provide new knowledge and insight with one’s ground-
breaking research. This means, in practice, that teachers have to gain general 
knowledge about research methods, and to specialize in either one or a number of 
methods when doing their own research. Pallas (2^^1, p. X) calls the first type of 
research TconsumerU competence and the second style TproducerU competence. The 
practical application of this two-sided theory is that all student teachers participate 
in common research-methods courses and specialize in making their own research 
when preparing their Master’s theses. 
 In university teaching, research and teaching build a unity. Teaching takes place 
through research, professors teach the content in which they are experts and carry 
out their research. In principle, the difference between university teaching and 
teaching in schools is that a schoolteacher teaches from textbooks, while university 
teachers base their teaching on their own research. The quality and expertise of a 
university course depend on the professor as a researcher: no one else can repeat 
this kind of teaching. Even though this difference is slightly over-stated, it 
illustrates the role of the university as a place of study. Student teachers learn from 
the very beginning to look at what they are taught through the eyes of a researcher. 
It is not possible to emphasize enough how important and revolutionary this kind of 
progress has been in teacher education and in teaching in schools. Even though the 
changes are not instantly recognizable, however, most teachers in schools have 
gradually gone through this academization. 
 Student teachers at university also study by carrying out research all the time. In 
this way, it is expected that students will adopt an open mind to problems they may 
encounter in their work in schools. The making of educational decisions in an 
autonomous manner is one of the main goals of teacher education. At the same time 
we see it means a change from normative thinking to the kind of pedagogical 
thinking in which teachers are able to justify their own decisions and to act 
autonomously (Fitzgibbons, 1X81; Kansanen et al., 2^^^). 
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Systematics or thematics? 

Opening 
The overall problem in all teacher education is how to organize it, how to use the 
time that is meant for it, what kind of content should be included, what kind of 
experiences should be arranged, etc. The list of such questions is endless. The most 
basic question is, however, no longer mentioned, that is: do we need teacher 
education in generalO We all believe in education in this respect, we believe that 
good teachers result from teacher education, and as a rule, we rely on the system of 
teacher education. In spite of this we quite often see some teachers in schools who 
lack formal teacher education. This, as we know, may be a result of there being too 
few teachers in some subjects. On the other hand, the local authorities may hire 
incompetent or unqualified teachers if they have some reason to do so. Usually that 
reason is money. 
 It is also very difficult to prove the importance of a teacher or the effectiveness 
of a qualified teacher compared to that of an unqualified teacher. In the educational 
literature, there are examples of research in which the teaching of qualified and 
unqualified teachers is compared (cf. Zeichner, 1XXX, p. 5; Cochran-Smith, 2^^2; 
Darling-Hammond & Youngs, 2^^2). The results, however, are not unambiguous. 
The realistic interpretation is that it is simply not possible to do this kind of 
research; problems of this kind cannot be investigated through research. Through 
indirectly inferring it is, nonetheless, possible to become convinced of the state of 
affairs. In any case there are individuals who may succeed in an excellent manner 
without teacher education, at least for some time and in certain circumstances. 
 Another often-discussed problem is how long-term and how extensive the 
curriculum of teacher education should be. The trend has been toward longer and 
more extensive curricula. Where is the limitO If we think of a teacher’s work we 
may easily come to the conclusion that education programs are not long and 
extensive enough. Once again, a realistic answer again to this question would refer 
to in-service teacher education (cf. Terhart, 2^^^). This means that we must cons-
truct a compromise solution. The compromise is easy; teacher qualification should 
follow the pattern set by other professions or occupations. Situated in university, 
studies in teacher education should be similar to those in other subject areas. 

Organized or deregulated? 
In almost all Western European countries, teacher education has developed toward 
systematic studies at university level. Some common problems have been dealt with 
everywhere, with the most common perhaps being how to integrate theoretical 
studies with practice, how to achieve temporal balance between the theoretical and 
practical, and what kind of content should be included within the curriculum of 
teacher education. While there has always, quite naturally, been criticism 
concerning teacher education and almost all possible ways or procedures have been 
tried, the main ground has stayed firm: teachers need solid teacher education 
programs and student teachers should be guided by the highest possible expertise 
during their studies. This expertise does not only involve professors or university 
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teachers but also teachers in schools. Now there are voices that challenge both the 
teacher education in general and its place in formal institutions with pre-planned 
programs. One of these voices is the lively discussion in the USA, which contrasts 
professionalization and deregulation (Cochran-Smith & Fries, 2^^1). The suppor-
ters of professionalization swear by standards-based teacher education and pro-
fessional assessment based on actual teaching performance. The deregulationists 
want to liberate teacher education from official requirements and accept a variety of 
alternatives. 
 One of the biggest problems in this discussion is what defense can be put up 
against the claims of the deregulationists because they refer to the unproven 
effectiveness of teacher education. As already mentioned, this kind of proof is 
impossible to achieve through research, as the problems are too complicated. The 
supporters of professionalization present so-called standards that, in fact, are either 
cognitive or behavioral test items. Having completed teacher education courses, 
teachers should be able to answer appropriate questions or indicate via their conduct 
that they have an adequate command of the required teaching skills. The whole 
procedure resembles the old idea of competence-based teacher education as well as 
microteaching. As such, it is however quite elementary and excludes the whole 
world of reflection and pedagogical thinking. We can understand standards of this 
type corresponding to the system of state licensing used in the USA. Through 
standards, the authorities control the quality of teachers they hire for their schools. 
In countries where universities have the right to award certificates of licence, 
standards are not necessary, they could even be detrimental. It is quite clear that the 
tests using standards can yield only a superficial knowledge of teacher quality. 
 Opponents claim that state licensing agencies are unnecessary and that they only 
keep bright young people out of teaching. In addition, it is claimed that licensing 
emphasizes the wrong criteria, i.e., social goals instead of academic achievement. It 
goes without saying that this juxtaposition conceals important background values. 
Both parties try to justify their claims by using empirical research results, but it is 
easy to indicate how this kind of evidence is insufficient, see Cochran-Smith & 
Fries (2^^1, pp. 4-7). 
 Although this appears to be a national problem in the USA, it might also have 
wider implications. It is my interpretation that the core of the problem is the state 
licensing system. The deregulationists claim that the standards do not differentiate 
between candidates who have passed a teacher education examination and those 
who enter the system via alternative certification programs. They further claim and 
resort to the ancient point of view that teaching ability is more based on innate 
talent than on the quality of teacher education. My proposition is that standards can 
never be used to make a good-enough estimate of a teacher’s competence and thus 
compensate for teacher education. The difficulty here is that both sides emphasize 
the results, the output, while the input should also be taken into consideration. As 
long as attempts are made to apply the principles of consequential ethics or 
teleology, the reasoning remains incomplete, deontological ethics or the questions 
of responsibility should also be taken into the picture. The link from teacher 
education courses to the achievements of students in the schools is too long and 
vague, and if the only evidence that is available is based on a teacher’s knowledge 
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and behavior, most of the process passes without sufficient attention. How to think, 
what kind of arguments to have, and how to justify what is to be done are matters of 
paramount importance. 

Deductive or inductive? 
Another significant controversy deals with the question of how teacher education 
should be organized. On the one hand, a teacher education program may be built on 
some leading principle that provides an idea of how we think about teaching and the 
teacher’s work in school (Galluzo & Pankratz, 1XX^). This idea may be either 
deductive or inductive by nature. By a deductive organizing theme we mean a 
totality from which the various units and courses are derived. This may be a 
principle, a belief system or it may be ideological in nature (e.g. Steiner-pedagogy, 
Montessori-pedagogy, etc). There are also many examples of religious or political 
systems that have also guided teacher education curricula. The main organizing 
theme of teacher education at university cannot be normative, somehow or other it 
must be scientific in its nature. 
 By an inductive organizing idea we usually mean how students can build their 
competences through various experiences during their period of study. Curriculum 
may be constructed using certain cases or problems, and going through these are 
supposed to build a totality. The case approach is often presented (McAninch, 1XX5; 
Sykes & Bird, 1XX2, pp. 465) T…as a shift in emphasis from theories to practice 
…U and it centers on written narrative, videotapes, etc. in which some situations or 
problems are presented. Studying concentrates on analyzing these cases, and it is 
assumed that the cases contain all the necessary elements required to achieve 
teaching competence. In law and in medicine, case teaching may be particularly 
useful; in teacher education the situation is not so clear. While cases are usually 
studies distanced from actual teaching situations, the idea may be expanded to real 
situations. It then comes quite close to the normal practical studies. Inductive 
organizing ideas are usually practice-based and, if the goal is sufficient professional 
competence require the supervisors and other teacher educators to have solid 
theoretical knowledge. 

Rational or intuitive 
In order to make educational decisions we need arguments to back up our decisions. 
During the teacher education process, students are expected to develop some kind 
of personal belief system that may also be described as that person’s philosophy of 
education. This personal belief system may be conscious, unconscious, or partly-
conscious, is thought to lie behind the making of decisions and can be divided into 
two forms, the intuitive and the rational. These are probably not mutually-exclusive, 
some kind of mixed pattern of justification is also plausible. 
 In our experiences (Kansanen et al., 2^^^) it is possible to practice and learn to 
use different methods of argumentation and justification. The intuitive way is 
primarily based on personal experiences, traditions, discussions with colleagues, 
and personal needs. Rational bases for the most part include pedagogical principles, 
research findings, scholarly contributions, and examined practice. 
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 The ability to distinguish between intuitive and rational decisions is important in 
teacher education. While both are necessary and natural background for decisions, 
it is the conscious knowledge of their role in making educational decisions that is 
the point here. With intuitive reasoning, teachers do not think about the arguments. 
Thinking easily becomes normative. Each individual’s own opinions and attitudes 
lead the activities, and teachers may resort to some authority without reflection. 
This can also happen with rational decisions but then it is possible to become 
conscious of the process. Common to both these situations is that teachers openly 
believe and trust in this authority and act in accordance with it. The authority may 
for example be a colleague, a group in the background (teachers’ association, 
parents, etc.), a professor of education or a priest. It may be an administrative body, 
e.g. a National Board of Education, a pedagogical school of thinking or an 
ideology. In normative thinking, autonomous decisions are lost. 
 In teacher education the difference between intuitive and rational decisions can 
be clarified by emphasizing the difference between normative and descriptive 
thinking. Although both types of thinking are required, recognizing their essence 
and their difference is presumed to improve the quality of educational decision 
making. The question What is good teaching? may be contrasted with the problem 
of Research on teaching that provides answers to the question What do we know 
about teaching? Furthermore, the question What is good teacher education? may be 
contrasted with the problem of Research on teacher education that in its own 
respective way provides answers to the question What do we know about teacher 
education? In the same way we might ask What is a good school? Every one of us 
has certain views about a good school and the question is of paramount importance 
in educational policy in any society. 
 In practice, the normative and the descriptive are combined in a teacher’s 
thinking and actions. An interesting problem is how thinking moves from the 
descriptive to the normative and whether the justifications employed are rational or 
intuitive. We may expect that some insight into the difference between the 
descriptive and the normative is necessary if educational decisions are to be made 
rationally. Our empirical findings, however, indicate that the majority of a teacher’s 
decisions are mixed: they have both intuitive and rational elements (Kansanen et 
al., 2^^^, pp. 168-17^; Kansanen, 2^^1). 
 Making educational decisions is always a normative process. Every time teachers 
make decisions they take a stand. During the instructional process there is hardly 
any time to reflect or think over what should be done. During periods of planning 
and during evaluation, on the other hand, there usually is time to consider possible 
alternatives. As the instructional process moves quickly a common, possibly 
subconscious, belief may exist that a teacher’s thinking is or should be intuitive and 
thus has a normative basis. Trying to develop it towards rational argumentation may 
lead to suspicion and criticism. Efforts to build a teacher education program around 
this idea may also result in negative feedback. There is, perhaps, a background fear 
that the teacher education program will become too theoretical and may remain too 
remote from schools. Floden & Feiman (1X81) approach this problem in their 
article by asking, TShould teachers be taught to be rationalOU 
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 Floden & Feiman (1X81) try to indicate that rational thinking does not mean 
following certain pre-formed models, but choosing appropriate means of reaching 
desired goals. The misconception is based on the definition of teaching as training, 
and rational thinking as meaning how to fit an a priori model of action (cf. 
Kansanen, 1XXX). We (Kansanen et al., 2^^^) strongly emphasize that the core 
point is how to justify decisions and actions taken and what kind of arguments are 
used to do it. We may therefore conclude that one way of justifying a teacher’s 
actions is to resort to research and research findings. 
 With research as a means of justification, another misconception turns up. 
Research means not only quantitative research, but also qualitative research and all 
types of their mixed variations (Tashakkori & Teddlie, 1XX8). In the teacher’s work, 
research comes quite close to reflection and action research. Carrying out research 
on one’s own work consists of thinking logically and using arguments that may be 
justified in a rational manner. It must be added that reflection or theorizing using 
research-based arguments is not the same as teacher research, an expression used in 
literature concerned with research activities in which teachers are members of a 
team and also participate in writing research reports for publication in a journal 
(Cochran-Smith & Lytle, 1XX^). Research-based action consists of thinking along 
with all-round research methods and knowing what kind of backings, arguments, 
and justification may be used (cf. Toulmin, 1X58). 

Basic categories of teacher education programs 

During the short history of teacher education practically all the possible variations 
of teacher education programs have been tried. The curriculum employed in teacher 
education does not, in principle, differ from any other curriculum in general terms. 
The first important distinctive point is the type of background possessed by the 
student teachers when they apply for teacher education courses. At this point, 
programs have traditionally been divided into two categories: elementary-school 
teacher education and secondary-school teacher education. Although this division 
remains, its nature has changed completely. In most European countries the back-
ground of students in each group is the same. The division has additional conse-
quences due to the age of the students which the prospective teachers will be 
teaching at school. With small children the emphasis is on general pedagogical 
issues, but the older the students become the more subject-matter expertise is 
required. In spite of this difference the structure of teacher education programs for 
the two categories may be similar. 
 Cross tabulating the structural background (deductive d inductive) with the ways 
of justifying (intuitive d rational), four basic categories of teacher education 
programs result (Figure 1). 
 The nomenclature employed in the cells is not wholly unambiguous; the terms 
are, however, illustrative enough to describe the essential differences between 
possible teacher education programs. If the way a program is justified is intuitive 
and its structure is inductive, the program may be described as Experiential. 
Activities originate in practice and are based on the student teacher’s own 
experiences. To keep this model pure, the student teachers should construct their 

18 

!E#$$% '()S()E)  



own image of a teacher’s work, this may be said to be their personal conception of 
teaching. It is easy to see how vulnerable this model could be. If the student 
teachers are left on their own, there is no guarantee of any development towards a 
deeper understanding of the teaching-studying-learning process. In most cases, 
teachers of this type are self-made men or women whose innate abilities come into 
play and determine the quality of their teaching. 
 

Deductive School-based Research-based 

 
Inductive 

Experiential 
Personal 

Case approach 
Problem-based 

 Intuitive Rational 

 

Figure 1. Relationship between the structure of teacher education programs and ways of 
justifying decisions 

 The more we add supervision and support to personal experience the closer we 
approach the School-based model. In the pure form of this model, student teachers 
do most of their studies in schools and gather their experiences by practice. We can 
already see how difficult it is to place a program in just one cell. The school-based 
model is seen here as intuitive and deductive, it might just as easily be rational if we 
presume that supervision meets this requirement. Whether it does this is dependent 
on the mentors and their level of competence. This model resembles the well-
known idea of apprenticeship. My own experience indicates that its popularity is on 
the increase. Developments in Great Britain have gone toward this direction. The 
belief, which lies behind this model is that a teacher’s work is practical by nature 
and is best learnt by working with experienced teachers. It leaves the theory side 
totally open: perhaps this reflects the role and minimum importance of theorizing in 
the program. The model also leaves another direction open towards the integration 
of theory and practice. Progress along this road also depends on the competence of 
fellow student teachers and mentors. 
 The content of a program may be built on cases, problems or other selected units. 
These units are thought to cover all the essential topics required in teacher 
education. As it starts from practice, it is inductive by nature. If the whole program 
is built in a systematic manner it could be called rational. Although such an 
approach is practice-based, the necessary content units can be included quite freely 
and with variations. In principle, the same aims and goals could be used with their 
respective content units in all the basic program categories. Whether this is done 
depends on how the important primary principles such as theory-practice 
integration, the role of research in the program, and the view of teacher autonomy 
are organized within the program. 
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 If the program is built deductively and justified rationally an appropriate 
organizing idea might be a Research-based program. In practice this means that all 
courses and units are integrated into research-based thinking. The main thread is 
courses in research methods that start at the very beginning and continue to the end 
of the program. All stages deal with an integrated combination of theory, practice 
and research-based justification. The aim of research-based teacher education is the 
making of educational decisions based on rational argumentation in addition to 
everyday or intuitional argumentation. The skill of thinking along the lines of 
research principles presupposes both a general understanding of all-round research 
methods and a positive attitude towards research. This means that teachers will also 
be able to do their own research if required. 
 As we have already seen it is almost impossible to place any teacher education 
program into just one cell. The ideas involved are not mutually exclusive. One main 
organizing theme may be part of another program. The interaction of content units 
has, however, a certain hierarchy. Units cannot be integrated in all combinations: 
some are more plausible than others. 
 The most unconnected and isolated type seems to be Experiential. Being 
intuitive and inductive it may be situated either in the schools or be organized on 
case-by-case basis. If we however add order and control by supervision and case 
analyses we lose the most basic idea, which is a student’s development built on 
their own experiences and interpretations. Sooner or later, we may ask if such 
extreme programs are indeed feasible. 
 The School-based approach and the unit-based approach, which uses cases or 
problems, appear to be complementary in the sense that each one may be subsumed 
under the other. In addition, they might also be strongly experiential. It is, however, 
important to note that all the three categories mentioned so far can be realized 
without research-based thinking. On the other hand, the Research-based approach 
can contain all the other approaches and usually does. In all program building these 
kinds of categories are largely artificial. Everyday life in teacher education is not as 
simple. Examining such trends may, however, open our eyes to the many possible 
variations. 

Closing moments 

As long as teacher education is situated at universities it should follow the primary 
concept of a university. In most Western countries, the conception of a university is 
that of Humboldt. Research and teaching belong together and build a unity. Uni-
versity teachers are experts in their own specialty and they also teach and supervise 
on the basis of this expertise. Teacher educators are experts in teacher education 
and carry out research in this area. They are not specialists in particular subjects, 
psychologists or sociologists; their competence usually consists of a combination of 
expertise. This may mean research into some subject teaching, the teaching-
studying-learning process, educational psychology, educational sociology, etc. 
 During the research done for our project TTeachers’ pedagogical thinkingU I have 
often heard criticism by experienced teachers that research-based teacher education 
is simplistic idealism and has nothing to do with reality. In practice, we have had 
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quite promising results. We need idealistic thinking, I suppose, and I am not alone 
in suffering criticism. I end with a quotation by Farkas & Johnson (1XX7) presented 
by Cochran-Smith & Fries (2^^1, p. 11): 

T… teacher education professors have a liberal education agenda that de-
emphasizes teaching as the direct transmission of knowledge, de-emphasizes 
the ncanon’ of western knowledge, and de-emphasizes memorization and right 
answers. Instead, the report finds that teacher educators believe that enabling 
all students to be nlife-long learners’ is the nabsolutely essential’ (p. X) goal of 
teacher education. They question standardized tests as the conclusive indicator 
of achievement, place a low priority on order and discipline, and want 
prospective teachers to foster communities of learners where diverse groups 
of students explore questions rather than reproduce rote information. 

Teacher educators’ vision of education, the Public Agenda report concludes, 
is fundamentally out of touch with the views of nthe public’ and of npublic 
school teachers’ whose priorities are discipline and order, punctuality and 
politeness, and learning basic factual material within a well-managed envi-
ronment. In short, the report suggests that teacher educators are nidealists’ 
who pay scant attention to the agenda of nreal’ teachers.U 

 The conclusion is based on a survey of X^^ professors of education. The writer is 
one more professor of education who continues to agree with this conclusion. I will, 
however, still attempt to combine the two poles in practice. 

References 

Anderson, L. W., & Burns R. B. (1X8X). Research in classrooms. The study of teachers, teaching and 
instruction. Oxford: Pergamon Press. 

Baumann, J. F. (1XX6). Conflict or compatibility in classroom research. Educational Researcher, 25(7), 
2X-36. 

Bengtsson, J. (1XX5). What is reflectionO On reflection in the teaching profession and teacher education. 
Teachers and Teaching, 1(1), 23-32. Also in P. Kansanen (Ed.), Discussions on Some Educational 
Issues VI (pp. 23-34). Research Report 145. Department of Teacher Education, University of 
Helsinki, 23-34. (ED366562) 

Cochran-Smith, M. (2^^2). The research base for teacher education. Metaphors we live (and dieO) by. 
Journal of Teacher Education, 53(4), 283-285. 

Cochran-Smith, M. & Lytle, S. L. (1XX^). Research on teaching and teacher research: The issues that 
divide. Educational Researcher, 19(2), 2-11. 

Cochran-Smith, M., & Fries, M. K. (2^^1). Sticks, stones, and ideology. The discourse of reform in 
teacher education. Educational Researcher, 30(8), 3-15. 

Darling-Hammond, L., & Youngs, P. (2^^2). Defining Thighly qualified teachersU: What does 
Tscientifically-based researchU actually tell usO Educational Researcher, 31(X), 13-25. 

Darling-Hammond, L., Chung, R., & Frelow, F. (2^^2). Variation in teacher preparation. How well do 
different pathways prepare teachers to teachO Journal of Teacher Education, 53(4), 286-3^2. 

Doyle, W. (1XX^). Themes in teacher education research. In W. R. Houston, M. Haberman, & J. Sikula 
(Eds.), Handbook of research on teacher education (pp. 3-24). New York: Macmillan. 

Farkas, S., & Johnson, J. (1XX7). Different drummers: How teachers of teachers view public education. 
New York, NY: Public Agenda. 

21 

CONSTRUCTING A RESEARCH-BASED PROGRAM IN TEACHER EDUCATION 



Fitzgibbons, R. E. (1X81). Making educational decisions. An introduction to philosophy of education. 
New York: Harcourt Brace Jovanovich. 

Floden, R. E., & Feiman, S. (1X81). Should teachers be taught to be rationalO Journal for Education for 
Teaching, 7(3), 274-283. 

Galluzo, G. R., & Pankratz, R. S. (1XX^). Five attributes of a teacher education program knowledge base. 
Journal of Teacher Education, 41(4), 7-14. 

Grimmett, P. P. (1XX5). Developing voice through teacher research: Implications for educational policy. 
In J. Smyth (Ed.), Critical discourses on teacher development (pp. 113-12X). London: Cassell. 

Henson, K. T. (1XX6). Teachers as researchers. In J. Sikula, T. J. Buttery, & E. Guyton (Eds.), Handbook 
of research on teacher education (pp. 53-64). Second Edition. New York: Macmillan. 

Kansanen, P. (1XXX). Teaching as teaching-studying-learning interaction. Scandinavian Journal of 
Educational Research, 43(1), 81-8X. 

Kansanen, P. (2^^1). Using subjective pedagogical theories to enhance teacher education. Unterrichts-
wissenschaft, 29(3), 268-286. 

Kansanen, P. (2^^2). Didactics and its relation to educational psychology: Problems in translating a key 
concept across research communities. International Review of Education, 48(6), 427-441. 

Kansanen, P., Tirri, K., Meri, M., Krokfors, L., Husu, J., & Jyrhämä, R. (2^^^). Teachers\ pedagogical 
thinking. Theoretical landscapes, practical challenges. New York: Peter Lang. 

McAninch, A.R. (1XX5). Case methods in teacher education. In L. Anderson (Ed.), Encyclopedia of 
teaching and teacher education (pp. 583-588). Second edition. Cambridge, UK: Pergamon. 

Moon, B, Vl!sceanu, L., & Barrows, C. (Eds.). (2^^3). Institutional approaches to teacher education 
within higher education in Europe: Current models and new developments. Bucharest: Unesco d 
Cepes. 

Pallas, A.M. (2^^1). Preparing education doctoral students for epistemological diversity. Educational 
Researcher, 30(5), 6-11. 

Rudduck, J. (1X85). Teacher research and research-based teacher education. Journal of Education for 
Teaching, 11(3), 281-28X. 

Sykes, G., & Bird, T. (1XX2). Teacher education and the case idea. Review of Research in Education, 18, 
457-521. 

Tashakkori, A., & Teddlie, C. (1XX8). Mixed methodology. Combining qualitative and quantitative 
approaches. Thousand Oaks: Sage. 

Terhart, E. (Hrsg.). (2^^^). Perspektiven der Lehrerbildung in Deutschland. Weinheim und Basel: Beltz. 
Tom, A. L. (1X85). Inquiring into inquiry-oriented teacher education. Journal of Teacher Education, 36, 

35-44. 
Toulmin, S. (1X58). The uses of argument. Cambridge: Cambridge University Press. 
Wilson, S. M. (1XX5). Not tension but intension: A response to Wong’s analysis of the 

researcherLteacher. Educational Researcher, 24(8), 1X-22. 
Wilson, S. M., Floden, R. E., & Ferrini-Mundy, J. (2^^1). Teacher preparation research: Current 

knowledge, gaps, and recommendations. Center for the Study of Teaching and Policy, University of 
Washington. 

Wong, E. D. (1XX5a). Challenges confronting the researcherLteacher: Conflicts of purpose and conduct. 
Educational Researcher, 24(3), 22-28. 

Wong, E. D. (1XX5b). Challenges confronting the researcherLteacher: A rejoinder to Wilson. Educational 
Researcher, 24(8), 22-23. 

Zeichner, K. M. (1X83). Alternative paradigms of teacher education. Journal of Teacher Education, 
34(3), 3-X. 

Zeichner, K. (1XXX). The new scholarship in teacher education. Educational Researcher, 28(X), 4-15. 
Young, L. J. (2^^1). Border crossing and other journeys: Re-envisioning the doctoral preparation of 

educational researchers. Educational Researcher, 30(5), 3-5. 
 

22 

!E#$$% '()S()E)  


