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“There are moments in life where the question of knowing 
whether one might think otherwise than one thinks 

and perceive otherwise than one sees is indispensable 
if one is to continue to observe or reflect.” 

 
– Michel Foucault 

 
 
 
 

  



 
 
ABSTRACT 

Rytivaara, Anna 
Towards inclusion – teacher learning in co-teaching 
Jyväskylä: University of Jyväskylä, 2012, 70 p. 
(Jyväskylä Studies in Education, Psychology and Social Research 
ISSN 0075-4625; 453) 
ISBN 978-951-39-4926-6 (nid.) 
ISBN 978-951-39-4927-3 (PDF) 
 
The framework of this study is built around the concepts of inclusive education 
and teacher learning, and embedded in the practice of ethnographic fieldwork. 
In many classes, in Finland and elsewhere, teachers face diverse groups of 
pupils. Many pupils with special educational needs are educated by a general 
education teacher with little knowledge on special education. Two primary 
school classroom teachers who had combined their classes and created a 
pedagogical system that was based on co-teaching provided the data for this 
study. One-third of their pupils were labelled as with special needs.  

The study had two aims. The first aim was to understand how teachers 
experience co-teaching and how co-teaching is implemented in the classroom. 
The second aim was to study teacher learning within co-teaching. These aims 
reflect different levels of teachers’ work. The first aim concerns the level 
narrated by the teachers and observed by the researcher in the classroom 
whereas the second level is more conceptual and hidden behind the everyday 
work of teachers. The data were collected through ethnographic fieldwork, and 
comprise fieldnotes and interviews. Ethnographic content analysis and 
narrative analysis were used to analyse the data.        

The findings form a story that illustrates different aspects of the teachers’ 
learning process regarding their co-teaching. They found each other and 
commenced co-teaching in a supportive working environment. This resulted in 
several analytically separate outcomes: a shared professional identity, 
knowledge-sharing and constructing new knowledge, new practice in the form 
of a grouping system, and disciplinary practices. Moreover, co-teaching was 
also a content of their joint learning as they became involved in it together. In 
practice, the various factors were intertwined in the shared learning process of 
the two teachers. The teachers’ professional development was oriented towards 
inclusive education. 

It is concluded that teachers’ professional learning is a complex and multi-
dimensional process that can have far-reaching consequences in both teacher 
thinking and classroom practice. When both teachers share certain values and 
beliefs, co-teaching may also provide teachers’ with sufficient support to teach 
an inclusive classroom so that it results in positive experiences.  
 
Keywords: Teacher learning, co-teaching, inclusive education, classroom 
management 
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1 INTRODUCTION 

1.1 Starting points  

The research process is always a story with several turns and phases. This pro-
cess involves a number of people whose personal and professional lives it is 
intertwined with. Thus, to be true to the traditions of ethnography and narra-
tive research that I have used in this study, this report will unfold in the form of 
narratives about my research process, and they as such, will constitute a 
metanarrative (Atkinson 1992; Hammersley & Atkinson 2007). The story begins 
with the choice of research topic. 

My first starting point was inclusive education in the Finnish school sys-
tem. In many classes, in Finland and elsewhere, teachers face diverse groups of 
pupils. Namely, the class to be taught can be a general education class or a 
“small” or a special education class, although, truly homogeneous groups hard-
ly exist. Accordingly, teachers are tagged according to their specific teacher ed-
ucation. Nevertheless, regardless of the teacher education a teacher has received, 
he or she ought to be able to teach the class. Many pupils with special educa-
tional needs are educated by a general education teacher with no, or hardly any, 
instruction in special education. Some call this approach “inclusive”, which has 
led to misunderstanding of the meaning of the term. Teachers’ perceptions of 
this situation differ as do their stance, one reason for this being that teachers are 
individuals with personal professional identities. I wished to find a positive 
case – a teacher who enjoyed teaching his or her class that would include some 
pupils labelled as having special educational needs.  I ended up in doing eth-
nography with a co-teaching dyad in a classroom that seemed rather inclusive.  

My second starting point, doing fieldwork, involves collecting and creat-
ing stories: my stories about my research and other people, and other people’s 
stories as they tell them and as I hear and understand them. At school, I became 
interested in studying teacher learning and teacher professional development in 
the co-teaching context. I first approached teacher learning with the purpose of 
understanding the teachers with whom I would be spending my time during 
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my fieldwork in their school and from whom I would be collecting my data. For 
them, self-initiated change was something that drove them forwards; as they 
put it, they wanted to be teachers “as long as we keep inventing something 
new”. As such, learning was, besides being essential, a shared process. Their 
collaboration and shared learning had yielded several observable changes: first, 
co-teaching, and then along with this, a number of pedagogical changes in their 
classroom. On this foundation, I started to build the framework of teacher 
learning for this study. However, it was clear that such formal learning, as dis-
cussed, for example, by Borko (2004) would not suit my purposes. She presents 
a model containing a teacher, a professional development program, a facilitator 
and a context; but I had two teachers, no program, and the teachers’ ordinary 
working environment as a context. The studied teachers’ learning process 
seemed to be a mixture of informal and formal learning. Nevertheless, all teach-
er learning, whether formal or informal, shares some common features; these 
formed my third starting point together with stage-models which provide a 
temporal perspective on teachers’ professional development in general.   

The teacher learning process has been studied as separate components, 
such as the learning activities teachers are involved in (e.g. Kwakman 2003), or 
factors that constitute effective teacher learning (e.g. Garet et al. 2001). Similarly, 
co-teaching has been studied through various models (e.g. Thousand, Villa & 
Nevin 2006). It is widely held that collaboration is an important factor in teacher 
learning; however the rather structural perspectives on teacher learning and co-
teaching call for more detailed research to understand them as teachers experi-
ence them. In this study, my purpose was to combine some of the different per-
spectives and to study how they are linked to each other in the learning process, 
and thus to form a more holistic perspective on teacher learning in the context 
of co-teaching. 

1.2 Aims of the study  

This research had two main aims. The first aim was to understand how teachers 
experience co-teaching and how co-teaching was implemented in the classroom. 
The second aim was to study teacher learning within co-teaching. These aims 
reflect different levels of the work of teachers. The first aim concerns the level 
that is narrated by teachers and observed by the researcher in the classroom 
whereas the second level is more conceptual and hidden behind the everyday 
work of teachers.  

The research comprises four empirical sub-studies which all reflect both 
the learning process per se and the outcomes of that process.  The studies are 
based on qualitative case study data on two primary school teachers who co-
teach together, and thus the sub-studies are simultaneously independent and 
closely related to each other. The decision to embark on several sub-studies in-
stead of a monograph results some overlapping in the findings, but it also al-
lows for a rich and multi-perspective examination of co-teaching. Together 
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these sub-studies present a holistic picture of the possibilities and limitations of 
co-teaching with respect to teacher learning. The relation of the sub-studies to 
the main aims of this research is presented in Figure 1. The figure further illus-
trates the hierarchy of the aims.  
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Based on the two main aims of this study, I developed three research questions. 
These are examined across the four sub-studies, as described in table 1. The first 
aim of this research, to understand how teachers experienced co-teaching and 
how co-teaching was implemented in the classroom, was studied through the 
first and the second research questions, whereas the second aim, to study teach-
er learning within co-teaching, was studied through all three research questions. 
The third research question aims at elaborating in more detail the relationship 
between co-teaching and teacher learning.  

 
TABLE 1 The research questions across the sub-studies.  
 
Research question 
 

Sub-studies 

1. What kind of outcomes did the teacher collaboration and  
co-teaching have regarding teacher thinking? 
 

I-IV 

2. What kind of outcomes did the teacher collaboration and 
co-teaching have regarding classroom practices? 
 

I-IV 

3. What is the relation between co-teaching and teacher  
learning?  
 

I-IV 



  
 

2 THEORETICAL PERSPECTIVES AND KEY  
CONCEPTS 

Frameworks and concepts are lenses through which we examine the world. In 
the following section I will discuss in detail five main concepts that form the 
theoretical framework for this study. Two of these, inclusive education and 
teacher learning, were presented shortly in the introduction as starting points of 
this study; two other concepts presented in this section, teacher knowledge and 
teacher identity, came along later as the fieldwork proceeded. These four ap-
pear, as phenomena, in all four sub-studies and thus, link them together, as 
does the fifth concept and the context of this study, co-teaching. 

2.1 Inclusive education: ideology and practice 

Mainstreaming, integration, inclusion – the idea of educating children with dis-
abilities along with their non-disabled peers has been given various names over 
the decades. It was an article by Dunn (1968) in which he questioned the then 
prevailing special education system that started current debate. The issue has 
expanded along with the Education for All (EFA) movement from a concern 
with the education of children with disabilities to the education of all children 
globally and how inclusive societies are with regard to people with disabilities 
(e.g. Peters 2007). However, the focus of the present research is a Western, more 
particularly Nordic, school system, and I thus limit this chapter to inclusion in 
such a school system. Dyson (1999) has analysed the debate about inclusive ed-
ucation and identified four discourses. First, the rights and ethics discourse, 
which emphasises inclusion as every child’s right to education, and particularly 
to education where each and every child is respected as an individual with in-
dividual needs. In this discourse, inclusion is simply supported because it is 
considered the right thing to do. Second, the efficacy discourse, in which the 
debate is about the most efficient way to organise the education of disabled 
children. Third, the political discourse, which involves power struggles be-
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tween different interest groups whose interest is to support or to resist the pre-
vailing system. The fourth discourse is pragmatic, and concerns how inclusive 
education is in practice. These discourses well reflect the different aspects of 
inclusion, and thus they are often intermingled in practice. I do not intend to 
open this debate here. However, I assign this research within the pragmatic dis-
course owing to my original interest, mentioned earlier in the introduction, re-
garding how teachers could be helped to cope with the challenges that the de-
mands of inclusive education may bring.    

In Finland, engagement with international agreements (UNESCO 1994, 
UNESCO 2009) on inclusion have slowly been transferred to the education leg-
islation (for a short review, see Jahnukainen 2011). The Finnish Basic Education 
Act of 1998 reflected the idea of integration for the first time with the statement 
that special education should primarily be arranged within general education 
and, if that was not possible, then in a more traditional special education setting. 
The most recent step in Finland is the Special Education Strategy (Finnish Min-
istry of Education 2007) and the ensuring legislative change that announced 
introduction of the new three-tier intervention system. The system aims at flex-
ible and easy access to early intervention through the provision of three levels 
of services. The first of these, general support, means that ordinary everyday 
education should be of high quality with small modifications (e.g. different 
groupings within a class) when needed. The second, intensified support, is used 
when a pupil needs continuous support for his or her learning, the means of 
general support are not sufficient and several forms of general support are 
needed at the same time. It is given on the basis of a pedagogical assessment 
that a teacher makes alone or together with other teachers. Part-time special 
education (for a description, see Takala, Pirttimaa & Törmänen 2009) is an ex-
ample of intensified support in Finland. The third form of support, special sup-
port, means that a pupil will receive full-time special education, although this 
does not, however, define the educational setting.         

Most ideologies, reforms, regulations and laws have left untouched some 
basic assumptions about schools. When we imagine a school, we probably con-
struct a picture of a teacher with a group of pupils. In most cases, the pupils are 
studying in a classroom, and the teacher is the one in the last analysis who has 
the power to rule the pupils. The present research setting is an exception, how-
ever, because the classroom studied was taught by two classroom teachers who 
equally shared responsibility for their one group of pupils. Additionally, one-
third of the pupils had been transferred to special education. Thus, the class-
room fits in rather well with how Slee (2007) sees inclusion, that is, as a reform 
of allocation of the resources to benefit all children, not only those with disabili-
ties.  

In addition to re-allocating the available resources, inclusion requires the 
support of teachers. The problem is that, as de Boer et al. (2011) found in their 
review, general education teachers, in particular, have rather negative attitudes 
towards the inclusion of children with special needs. When the attitudes of dif-
ferent teacher groups are compared, special education teachers’ perceptions of 
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inclusion are more positive (Damore & Murray 2009). Teachers’ attitudes ap-
pear to be, at least partially, linked to their specific teacher education and the 
issue of resources. For example, the study by Rose (2001) on primary teachers 
and principals revealed five factors that the participants felt were needed to be 
able to include children with special needs in regular classrooms. These were 
classroom support, training, issue of time, physical access and parental con-
cerns. Co-teaching – two teachers teaching together in a classroom – might be 
one answer to these problems.  

The term “co-teaching” is most often used to describe collaboration be-
tween a special educator and a general educator (Damore & Murray 2009, 
Friend et al. 2010, Scruggs, Mastropieri & McDuffie 2007, Thousand, Villa & 
Nevin 2006) and rarely to describe, for example, collaboration between a stu-
dent-teacher and an experienced teacher (Goodnough et al. 2009). Friend et al. 
(2010) define co-teaching as a setting where a general education teacher and a 
special education teacher work together with one group of pupils, whereas they 
refer to a situation where two teachers each have their own pupil groups as 
team teaching. The two teachers in this study combined their classes perma-
nently and decided that each pupil would be theirs, not his or hers; therefore I 
use the term co-teaching when referring to them. Furthermore, the literature on 
classroom collaboration between two equal teachers is scarce. In Finland as 
elsewhere, co-teaching is used most commonly among resource room and spe-
cial class teachers, although 34% of classroom teachers also used it weekly and 
preferred to co-teach with another classroom teacher (Saloviita & Takala 2010). 
This study is therefore an exception in examining close collaboration between 
two classroom teachers and how they learned to share their teacher responsibil-
ities and their teacher knowledge, and how their collaboration was built on 
their shared professional identity.     

2.2 Teacher knowledge and teacher identity 

In his two classic articles, Shulman (1986, 1987) described the categories of what 
a teacher needs to know. A teacher needs to know what is to be taught, that is, 
subject matter or content knowledge, and to teach this, the teacher needs what 
Shulman named pedagogical content knowledge (PCK). By this, he was refer-
ring to a specific kind of content knowledge which involves “the ways of repre-
senting and formulating the subject that make it comprehensible to oth-
ers”(Shulman 1986, 9). Since, pedagogical content knowledge has been studied 
further, especially in the field of science education (e.g. Van Driel, Verloop & De 
Vos 1998). Twenty years after the introduction of the concept, Abell (2008) con-
cluded that researchers agree on the four features of pedagogical content 
knowledge: first, it is based on specific content knowledge. Second, it includes 
discrete categories of knowledge, and third, it involves the transformation of 
other types of knowledge. Last, pedagogical content knowledge is dynamic ra-
ther than static. According to Shulman (1987), a teacher also needs general ped-
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agogical knowledge (knowledge about e.g. classroom management) and curric-
ular knowledge. In addition to these, knowledge of learners and their character-
istics is essential, as is knowledge of educational contexts, ends, purposes and 
values. Among others, Van Driel, Beijaard & Verloop (2001) have developed the 
notion further. They explain how a teacher’s practical knowledge is formed in a 
process where a mixture of formal knowledge, learned through formal courses 
and programs, and experiential knowledge, gained through practice, is inter-
preted in practice through one’s beliefs and values. In this study, this whole 
process is labelled as teacher thinking.   

More than a decade ago, teacher knowledge was used to conceptualise 
teacher identity by Beijaard et al. (2000). They classified teacher knowledge into 
three categories of expertise: subject matter expertise (content knowledge), di-
dactical expertise (knowledge about how to teach) and pedagogical expertise 
(moral and ethical part of teaching). According to the study, the participant 
teachers were asked to rate the emphasis of each expertise category on their 
professional identity. The results revealed five groups of teachers: subject-
matter experts; didactical experts; pedagogical experts; balanced group with 
equal emphasis on all three categories; and a group where the teachers scored 
high on two categories. In the last group, subject-matter expertise was com-
bined with either didactical or pedagogical expertise. On one hand, this is a ra-
ther limited view of teacher identity but on the other hand it is noteworthy that 
in the following conceptualisations of teacher identity teacher knowledge has 
no role. 

Later, Beijaard et al. (2004) presented a more comprehensive view of 
teacher identity. In their review, they listed four elements as essential to teacher 
identity: it is an on-going process of interpretation and re-interpretation of ex-
periences, and thus teacher identity is dynamic and develops over time; it has a 
social aspect as it implies both person and context; and it comprises sub-
identities that are more or less harmonious. Conflicts can appear, for example, 
during a reform or other change at work. Finally, a teacher needs agency to en-
gage actively in professional development. Likewise, Akkerman and Meijer 
(2011), while acknowledging the lack of a consensus on what teacher identity 
actually is, see teacher identity as characterised through three themes: the dis-
continuity of identity, the social nature of identity and the multiplicity of identi-
ty. However, they challenge the dichotomous nature of these features and in-
stead conceptualise teacher identity from a dialogical perspective as being both 
continuous and discontinuous; both individual and social; and both unitary and 
multiple. After detailed discussion of these characteristics and their dialogic 
mechanisms, they define teacher identity and being someone who teaches as 
“an ongoing process of negotiating and interrelating multiple I-positions in 
such a way that a more or less coherent and consistent sense of self is main-
tained throughout various participations and self-investments in one’s (work-
ing) life” (p.315).  

The complexity of the concept initiated a major project in the UK. Based 
on extensive mixed-method data on approximately 300 teachers, the VITAE 
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project has added to our knowledge and yielded several publications on teacher 
identity. For example, the findings of Day and Gu (2010) show that multiple 
factors intertwine in teachers’ lives. Furthermore, Sammons et al. (2007) identi-
fied three dimensions of teacher identity: the personal, the situated or socially 
located and the professional. According to the relative dominance of the dimen-
sions in each teacher, the authors constructed four identity scenarios: 35% of the 
teachers showed a balance between the dimensions; 44% had one dominant di-
mension; 15% two dominant dimensions; and 6% had three dominant dimen-
sions. Furthermore, the study revealed that the personal, the situated and the 
professional factors interact, and this interaction is related to a teacher’s agency 
(defined as ability/ resolve to pursue one’s own goals), well-being and vulner-
ability (defined as the inability of an individual to withstand or recover quickly 
from difficult conditions related to self-efficacy). The project also revealed that 
teachers’ professional identities influence their motivation, commitment and job 
satisfaction (Day et al. 2006) and hence probably, their learning experiences as 
well.  

Despite the holistic perspective, large projects such as VITAE rarely aim at 
closely examining individual teachers’ trajectories. Another approach in teacher 
research is to study individual teachers in order to understand their decisions in 
different phases of their career. The study of a student teacher by Meijer (2011) 
shows how a crisis can have a significant role in a student teacher’s develop-
ment of professional identity. She draws on Mezirow’s theory of transformative 
learning and argues that such a process is necessary for a professional identity 
to develop. Transformation has two forms (Mezirow 2009). In Meijer’s study, a 
crisis led the student teacher to experience a sudden, epochal transformation. 
The second type, cumulative transformation, develops over time. What is com-
mon in all transformative learning is that it involves critical reflection or self-
reflection on assumptions, and full and free participation in dialectical dis-
course to validate the best reflective judgement (Mezirow 2009, 94).   

2.3 Professional development and teacher learning  

2.3.1 The phases and modes of professional development  

The terms “professional development” and “teacher learning” are in want of 
clarification because the former, in particular, has two meanings. Especially in 
the United States, the term “professional development” is frequently used to 
refer both to organised programs in which teachers participate in formal learn-
ing activities, and to any kind of teacher learning in general. In this study, how-
ever, I use the term when discussing teacher learning over a wider time per-
spective. I understand teacher learning, which comprises informal and formal 
learning activities, as forming the basis for teachers’ professional development 
(Figure 2). However, informal and formal learning activities are not separate 
categories: instead as Eraut (2004) agrees, they form a continuum. Teachers can 
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participate in various learning activities, formal and informal, but in the learn-
ing process the new ideas intertwine with each other and with work in the 
classrooms. Therefore, a teacher’s professional development is based on teacher 
learning that comprises both informal and formal learning experiences and 
evolves over time.  

 

 
 

FIGURE 2 The relation between teacher learning and professional development 

Teacher career research has yielded various more or less detailed models of the 
stages of professional development (Sammons et al. 2007, e.g. Burke, Christen-
sen & Fessler 1984, Huberman 1989). Stages vary between researchers but they 
also have shared features. At first glance (see Table 2 below), the models appear 
rather similar and yet they reflect different understandings of teachers’ profes-
sional development. The first model (Huberman 1989) is what one might call a 
traditional version where the stages are fixed and follow each other in the pre-
sented order. In the second model (Sammons et al. 2007) the terminology has 
been changed from career stages to “professional life phases”. The authors em-
phasise that “[continuous professional development] needs to take place within 
professional, situated and personal context which support rather than erode 
teachers’ sense of positive identity and which contribute, in each professional 
life phase, to their capacities to maintain upward trajectories of commitment” (p. 
686). Thus, it is reminiscent of Huberman’s model but goes further by bringing 
up the relationship between one’s professional development and teacher identi-
ty. The third model, the Career Cycle Model by Burke et al. (1984), provides a 
more complex view of a teacher’s career. The stages, as presented in the table 2, 
are not fixed and a teacher may not experience all of them. Furthermore, as “cy-
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cle” indicates, a teacher can experience some stages more than once. For exam-
ple, Induction can follow any change of post. Finally, in addition to the Career 
Cycle, viz. the model has two other cycles, Personal Environment and Organisa-
tional Environment, and all three influence each other. The personal and Organ-
isational cycles each have six sub-categories with 5-8 items each.  

These three models illustrate the shared features and the differences be-
tween the stage models. They all agree that teachers’ careers have different 
phases, but they also represent two distinct types of models (Maskit 2011). The 
models of Huberman and Sammons et al. represent linear models where the 
phases follow one another in a specific order. The model of Burke is an example 
of a cyclic model where a teacher may experience each phase more than once 
and does not necessarily experience all the phases. The classification of the 
stages into three categories with reference to beginning, experienced or retiring 
teachers is only suggestive and allows for the interpretation that, for example, a 
new post is understood as a new “career”.     

TABLE 2 Comparative example of stage models. 

 Professional life cycle 
of teachers 
(Huberman 1989) 
 

Professional life phase 
(Sammons et al. 2007) 

Teacher Career  
Cycle Model 
(Burke et al. 1984) 

Beginning 
teachers  
(0-3 years of  
teaching) 

Survival and discovery 
(0-3 yrs) 

Commitment: support 
and challenge (0-3 yrs):  
2 options 

Induction (0-3 yrs; 
stage related to 
any change) 

Experienced 
teachers (4-30 
years of 
teaching) 

Stabilisation (4-6 yrs) Identity and efficacy in 
classroom (4-7 yrs): 3 op-
tions 

Competency  
building 

Experimentation/  
activism and stock-
taking: 
a)experimentation and 
activism  
b)reassessment and 
self-doubts (7-18 yrs) 

Managing changes in role 
and identity: Growing 
tensions and transitions 
(8-15 yrs): 2 options 

Enthusiastic and 
Growing 

Work-life tensions: Chal-
lenges to motivation and 
commitment (16-23 yrs):  
3 options 

Career frustration 

Serenity or Conserva-
tism (19-30 yrs) 

Challenges to sustaining 
motivation (24-30 yrs):  
2 options 

Stable but  
Stagnant 

Retiring teach-
ers (30+ years 
of teaching) 

Withdrawal with the 
profession (30+ yrs) 

Sustaining/ declining 
motivation, ability to cope 
with change, looking to 
retire (31+ yrs): 2 options 

Career Wind-
down 

Career exit 
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In addition to stage models, some researchers have proposed models to charac-
terize teachers’ effective professional development; however, these are prescrip-
tive models and they focus on factors that are expected to enhance or support 
teacher learning as opposed to actual activities. Several researchers (e.g. 
Lohman 2000, Mawhinney 2010) have taken this discrepancy as a starting point 
for their studies and thus examined teacher learning in authentic situations in 
schools and in classrooms. However, as professional development and teacher 
learning are not completely separable, it is useful to take a look at the features 
of effective professional development programs – formal teacher learning. In 
her review, Desimone (2009) concludes that there is agreement about the fea-
tures of what she calls effective professional development (actually, she is talk-
ing about teacher learning as I conceptualise it). She names five main features: 
focus on the teaching content, active learning, coherence, duration and collec-
tive participation. Garet et al (2001) have used a similar model in their research 
and divided the elements into structural features and core features. The struc-
tural features include the duration of the activity and the degree of collective 
participation of teachers from the same school. Duration refers to both the 
length in hours and the span of the activity. The structural features influence 
teacher learning through the core features which are active learning, coherence 
and focus on the teaching content. Active learning means that teachers are en-
couraged to be active learners able to think reflectively. Coherence describes 
how particular professional development is linked to the wider context of 
teachers’ work, such as teacher knowledge, practices and learning. The last fea-
ture refers to the content of professional development.   

The problem in these models and in the professional development litera-
ture in general is that they are only rarely based on follow-up studies of the ca-
reers of individual teachers. For example, the model of Sammons et al. (2007) 
was based on a three-year-project, yet no teachers were actually followed 
throughout the project. Moreover, in a review of 34 studies on professional de-
velopment interventions published during 2000—2010 (Van Veen et al. 2010) in 
only three studies the data were collected on the same teachers over at least a 
two year period (Butler et al. 2004, Franke et al. 2001, Stark 2006). Long-term 
studies on teachers’ informal learning are even fewer. Also, many studies have 
focused on teachers’ content knowledge instead of, for example, knowledge 
and skills in the context of a diversity of learners. Teachers’ professional devel-
opment can be supported, and studied, in many ways. The focus of the research 
on formal learning (professional development programs) is slowly shifting from 
structural features to the actual learning process of teachers; a similar shift from 
formal towards informal learning opportunities seems to be underway.  

2.3.2 Teacher learning  

I define teacher learning as change in cognition and/ or behaviour. Researchers 
disagree on the order in which change occurs but many agree that the process 
involves teacher beliefs, knowledge and practice. According to Darling-
Hammond & Richardson (2009), for instance, effective teacher learning is a cir-
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cle of active learning, practice and collaborative reflection with colleagues. To 
understand the learning process, it is helpful to take a look at the learning con-
ceptions of learners. Marton and Booth (1997) noted that open university stu-
dents had different approaches to learning and that these approaches were re-
lated to their learning outcomes. They identified six conceptions of learning on 
a continuum from surface level to deep level learning. The three first concep-
tions, which illustrate learning as primarily knowledge reproduction, are learn-
ing as increasing one’s knowledge, learning as memorising and reproducing, 
and learning as applying knowledge. Another main approach is learning as 
primarily seeking meaning, and that, too, comprises three conceptions: learning 
as understanding, learning as seeing something in a different way and learning 
as changing as a person.  

Moreover, from a socio-cultural perspective, Putnam and Borko (2000) 
view teacher learning as situated in particular contexts, social in nature and dis-
tributed across persons and tools. As such, learning involves both the individu-
al level and community level. The multi-facet model of Shulman and Shulman 
(2004) demonstrates this in more detail. Their model reconciles the individual 
level of learning and teacher interaction on the community level. They argue 
that on the individual level a teacher needs to have a vision, knowledge, moti-
vation, and skills in order to implement new practices into the classroom. In 
addition, a teacher needs reflective thinking and a supportive community in the 
learning process. The community level of the model illustrates that teachers can 
also be simultaneously engaged with one or more communities with shared 
visions, knowledge and commitment. These communities, thus, have an influ-
ence on a teacher’s professional development.    

Tynjälä (2008), in her review of workplace learning, describes learning as 
“informal, incidental, experiential, social, situated and practice-bound” (p.150). 
She lists seven ways of learning at workplace: by doing the job itself; through 
co-operating and interacting with colleagues; through working with clients; by 
tackling challenging and new tasks; by reflecting on and evaluating one’s work 
experiences, through formal education, and through extra-work contexts. The 
list resembles other lists of the teacher learning activities (e.g. Bakkenes 2010, 
Kwakman 2003). In addition, according to Hoekstra et al. (2009) five conditions 
are directly linked to a teacher’s everyday work and thus to his or her learning 
activities at school: teacher autonomy, teacher collaboration, reflective dialogue, 
receiving feedback, experience of shared norms and responsibility within one’s 
school. Their study on two teachers from two different schools showed that the 
teachers perceived these workplace conditions very differently. Similarly, in a 
study on teacher professionalism, Talbert and McLaughlin (1994) found that 
teachers’ experiences about their professionalism varied even within a school.   

Eraut (2004) understands learning as a continuum between formal and in-
formal. He characterises informal learning as “implicit, unintended, opportunis-
tic and unstructured learning and the absence of a teacher”. Informal learning is 
not intentional learning; instead, the possible learning experiences are the side-
effects of working activities. His typology of informal learning has three catego-
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ries: implicit learning, reactive learning and deliberative learning. Hoekstra et al. 
(2007) has applied this typology to empirical data in studying teachers’ informal 
learning during teaching. They complemented each type of informal learning 
by adding specific types of learning activities. The activities the teachers em-
ployed in deliberative learning were orienting, practising and seeking explicit 
pupil feedback. Practising included three sub-categories: deploying what works, 
experimenting with something new and practising new behaviour. Reactive 
learning activities referred to becoming consciously aware as such, becoming 
consciously aware and adjusting one’s course of action, and becoming aware 
and reframing. Only two of the four teachers engaged in the implicit learning 
activities. One was involved in implicit acquisition and strengthening of a belief, 
whilst the other inhibited the role of tacit beliefs, feelings and behavioural 
tendencies.  

In her study of teacher informal learning in schools, Lohman (2000) and 
her colleague interviewed altogether 22 teachers from elementary (6), junior-
high (11) and senior high schools (5). Additionally they made several visits to 
each school. She divided the informal learning opportunities mentioned in the 
interviews into three categories: knowledge exchanging, experimenting and 
environmental scanning. She found that four factors hindered teachers’ infor-
mal learning: lack of time, lack of proximity to learning resources, lack of mean-
ingful rewards for learning and limited decision-making power. The first and 
the last of these, lack of time and limited decision-making power, were related 
to teachers’ increased workload and their possibilities to influence it. The se-
cond hindering factor was the physical allocation of classrooms, department 
offices, computer technology and the library, so that it was difficult for some 
teachers, for example, to meet their colleagues during the school day and get 
involved in learning opportunities. The findings about the lack of time and the 
lack of proximity to colleagues’ work areas were later confirmed in a larger 
study of 166 respondents (Lohman 2006).  

Opfer and Pedder (2011) examined teacher learning from a systems theory 
perspective and developed the Dynamic model of Teacher Learning and 
Change. Their model contains three overlapping systems all of which need to 
be acknowledged when teacher learning is discussed. The individual teacher 
system comprises teachers’ orientation, and is constituted by the interaction and 
intersection of teachers’ prior knowledge, beliefs, practices and prior experienc-
es. The school-level system refers to how the school context supports, or hin-
ders, teaching and learning, and the collective level of action, viz. orientations 
and beliefs, norms, practices and the collective capacity to accomplish the 
shared learning goals. The last system is that of the learning activities, tasks and 
practices in which teachers participate. The idea of the model is that all the 
components, which in turn are results of sub-systems, influence the whole. This 
means, in short, that there are several paths to the same learning outcome. It 
also means that a teacher may learn in different ways in different times and in 
different contexts. With respect to the other part of the model, change, Opfer 
and Pedder (2011) argue that the order of the three parts through which change 
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is usually described – beliefs, practice and pupil learning – does not actually 
matter. As they put it, “for learning to occur, change may occur in all three are-
as, and, as a result, change in only one area may not constitute teacher learning.” 
(p.396).  

The complexity of the issue of teacher learning was also examined in a 
Dutch study. In their study of 28 secondary school teachers in the Netherlands, 
Van Eekelen et al. (2006) categorised the teachers into three groups according to 
their will to learn. The teachers in the first group did not see any reason to learn; 
the second group were interested in learning but were not always aware of the 
means how to learn. The third teacher group was eager to learn. Later, when 
studying teacher learning in different phases of the teaching career, Vermunt & 
Endedijk (2011) found three different teacher learning patters. They define a 
pattern as “A coherent whole of learning activities that learners usually employ, 
their beliefs about own learning and their learning motivation.” (p.295). A 
teacher with an “immediate performance directed” learning pattern aimed at 
improving his or her performance in the classroom, whereas one with a “mean-
ing directed pattern” was interested in the principles underlying, for example, a 
pupil’s behaviour. The last pattern was “an undirected pattern” where the 
teacher was uncertain about how to change his or her teaching or how to learn 
to change his or her teaching. 

However, it may not only be personal characteristics per se that affect 
teacher learning. Lohman (2006) showed that personal characteristics such as 
initiative, self-efficacy, love of learning, and interest in their profession en-
hanced teachers’ participation in learning activities that involved interaction 
with others. Additionally, a commitment to continuous professional develop-
ment (such as the desire to learn from one’s experiences, become a better prob-
lem solver, and continually improve one’s performance), nurturing (being sup-
portive of others and wanting to be a team player) and having an outgoing per-
sonality were positively related to collaborative learning activities. Moreover, 
the study by Bakkenes et al. (2010) showed that it seemed to be easier for teach-
ers in a collaborative learning context (peer coaching or a collaborative project 
group) to experiment new things in their classroom, and the teachers also re-
ported less of a struggle not to revert to old ways than other teachers. Together, 
these two studies form a picture where teacher learning might be influenced 
through teachers’ engagement in collaborative activities. However, lack of time 
especially makes it difficult for teachers to engage in time-demanding activities 
like observing. This may explain why talking with a colleague is quite common-
ly mentioned as a learning activity, but observing a colleague is rare (Lohman 
2006, Kwakman 2003).  

Exploratory studies on teachers’ informal learning activities are few. In 
one such study, teachers were asked to write a digital log once in every six 
weeks for a school year (Bakkenes, Vermunt & Wubbels 2010). Teachers’ learn-
ing activities included experimenting, considering their own practice, getting 
ideas from others, experiencing friction, struggling not to revert to old ways 
and avoiding learning. The category “getting ideas from others” included all 
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the “activities in which a teacher consciously takes notice of the views or prac-
tices of others and evaluates them” (p.540). Thus, the activities coded in this 
category did not necessarily involve any actual collaboration with another 
teacher. Furthermore, observing another teacher was coded in this category as 
an individual activity. Richter et al. (2011) measured how much teachers collab-
orated in choosing instructional strategies, planning lessons and developing 
materials. Unfortunately, they did not report any detailed findings on collabo-
ration types and frequencies. However, they found that teacher collaboration 
generally decreases with one’s career. In her survey on teacher learning, 
Kwakman (2003) asked teachers how often they engage in reading, experiment-
ing, reflecting on practice (collegial observation, pupils’ feedback, individual 
reflection, and feedback springing from classroom interaction) and collabora-
tion. She defined collaboration as including help, sharing and joint work.  

2.3.3 Co-teaching and collaborative teacher learning 

As presented earlier, most studies on teacher learning refer to collaboration of 
some sort but the variety in perspectives is large. Researchers seem to agree on 
the significance of collaboration but the variation in how it is taken into consid-
eration in studies is high. A means for professional learning that has received 
very little attention is knowledge-sharing in informal spaces, such as lunch 
breaks in teacher lounges. Studying such informal, situated and context-bound 
learning is rather time-consuming because it requires specific research methods. 
Mawhinney (2010) conducted an ethnographic study with over 300 hours of 
observations during lunch breaks at a school. She found out that teachers 
learned from very spontaneous moments and events in these congregational 
spaces, and that teachers acknowledged the importance of these spaces for 
themselves. The study indicates how teachers’ professional learning can appear 
in very ordinary situations and equally between teachers in different profes-
sional phases. Learning experiences varied from very tiny moments of receiving 
a comment from an experienced colleague to larger project ideas to be accom-
plished in one’s classroom.   

The interconnected model of teacher professional growth (Clarke & Hol-
lingsworth 2002) comprises four interacting domains that form a change envi-
ronment. The personal domain includes the teacher’s knowledge, beliefs and 
attitude; the external domain refers to an external source of information of 
stimulus for learning; the domain of practice involves professional experimen-
tation; and the last domain is the domain of consequence.  This model has been 
a basis for several studies, for example by Zwart et al. (2008). Change can begin 
in any of the four domains (Zwart et al. 2007). Furthermore, the same study 
shows that a pupil outcome can be the stimulus that initiates the change process, 
instead of being the outcome of a teacher’s learning process, as considered in 
some professional development models.  

Van Driel, Beijaard & Verloop (2001) suggest peer coaching as a powerful 
tool to change a teacher’s practical knowledge. In their study on peer coaching, 
Nilsson and van Driel (2010), the learning experiences of teacher pupils and 
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their mentors concerned instructional matters (teaching methods), pedagogical 
matters (eg. classroom management issues) and subject matter. It has to be not-
ed, however, that most studies on teacher learning activities offer no infor-
mation about whether a teacher actually learns something and if so, what he or 
she learns. The study on peer coaching by Zwart et al. (2008) is an exception. 
They studied how the teachers’ reported learning activities were connected to 
the self-reported learning outcomes. The four most frequently reported out-
comes were a new idea, a confirmed idea, and a new or confirmed idea with an 
accompanying intention to change behavioural practice. What was particularly 
interesting was that teachers tended to change their behaviour when observed 
so that during those lessons they were more tempted to experiment with some-
thing new. In another study, Zwart et al. (2007) reported how being observed 
not only made a teacher more aware of her own behaviour but how she 
changed her behaviour according to how she imagined the observer might sug-
gest she behave in the classroom. However, such behaviour indicated the feel-
ing of trust in not being judged. They (Zwart et al. 2009) thus concluded that 
experiments and observations play a focal role in reciprocal peer coaching. 

Zwart et al. (2007, 2008) found out that mere observation may not be 
enough for teacher learning to occur. According to the researchers this finding 
has implications for the observer, who needs strong explicit support to become 
aware of the learning opportunities that the observation situation offers, and 
time to adjust to the new role as an observer-learner. However, they (Zwart et 
al. 2008) suggest that co-teaching makes the thinking activities of the teachers 
more explicit. Furthermore, learning activities, such as observing another teach-
er, are integral in the work of teachers who co-teach. Moreover, co-teaching is in 
many ways similar to reciprocal peer coaching (see Zwart et al. 2007) although 
in co-teaching the teachers’ roles are assumed to be equal in that one teacher is 
not teaching the other. Furthermore, unlike in peer coaching, in co-teaching the 
teachers are in the same classroom and thus, observation is a natural part of 
their work.  

Looking at the larger context of teacher learning, the focus is shifting to-
wards learning at the community level. As collaboration has become a more 
acknowledged factor in teacher learning, more attention has been paid to larger 
communities of learners. Stoll et al. (2006), in their review on professional learn-
ing communities, describe five features that characterise the phenomenon: it is 
based on shared values and vision, and the responsibility for pupil learning is 
shared. The members in such communities are engaged in reflective profession-
al inquiry about their practice, and they also engage in have collaborative activi-
ties that profit several people. In a professional learning community, learning is 
promoted both on the individual and on the community level.  

In summary, collaboration with one’s colleagues is a factor in teacher 
learning. However, collaboration only rarely reaches the classroom, where the 
actual teaching takes place. Observation of one’s fellow teachers appears to be a 
promising approach but it demands preparation and guidance. Furthermore, 
each teacher has individual practical knowledge, and thus even two experi-
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enced teachers can learn from each other. However, this happens rarely as dif-
ferent programs and studies often seem to involve two teachers one of whom is 
clearly more experienced than the other. Moreover, studies on teacher learning 
in primary education are rare and tend to focus on the learning of student 
teachers (Lohman 2000, Nilsson & van Driel 2010). This is surprising as collabo-
ration may be more common in primary schools. Lohman (2006) reported that 
elementary school teachers collaborated more than their secondary school col-
leagues. The same trend regarding school levels was found in a Finnish study 
on the frequency of co-teaching (Saloviita & Takala 2010).  



  
 

3 THE CONTEXT OF THE STUDY 

3.1 The Finnish school system and teacher education 

Finnish basic education comprises nine grades that are divided into primary 
education (grades 1–6) and secondary education (grades 7–9). Education is ob-
ligatory: school attendance is not. Generally, primary education is based on a 
classroom teacher system where a teacher teaches all the subjects on the cur-
riculum to one group of pupils. In the class studied here, the teachers took the 
same group of pupils from the first until the sixth grade. Sometimes teachers 
specialise in teaching grades 1–2 and consequently, some teachers teach the 
same group of pupils from the third until the sixth grade. The average group 
size is 19 pupils in primary schools and 17 pupils in secondary schools (Finnish 
Ministry of Education 2008), although the numbers vary greatly in different 
municipalities. In secondary school each subject has a different teacher. Special 
education is organised according to a so-called mixed model with a continuum 
of services from full-time special schools to fully integrated alternatives. In 
numbers (Official Statistics of Finland 2011), this means that in autumn 2010, 
8.5 % of all pupils were transferred to special education whilst 23.3 % received 
part-time special education. The numbers cannot be totalled because some pu-
pils belong to both groups. Of those transferred to special education, 30 % stud-
ied full-time in a general education setting, and 24 % part-time; 32 % studied in 
a special class in a general education school and 14 % studied in special groups 
located in special schools.     

Teacher qualifications are regulated by law. Teacher education is given at 
universities. All teachers have a Master’s degree (300 ECTS) usually in educa-
tion (primary education) or in a subject area (secondary education). Pre-primary 
school teachers have a Bachelor’s degree (180 ECTS). To qualify as a special ed-
ucation teacher requires either a Master’s in special education or, in addition to 
an existing Master’s degree, participating in a definite one-year professional 
development program in special education (60 ECTS). All teacher education 
studies include at least one practical teaching period. For a more detailed over-
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view on Finnish teacher education, see Jakku-Sihvonen and Niemi (2006). The 
qualification in special education is general so that all the teachers are certified 
to teach in any kind of setting from general education to special schools. This 
allows a certain degree of flexibility in organising special education within the 
school system. 

3.2 The school 

The school studied here is a rather ordinary primary school (grades 1 – 6) with 
19 classroom teachers and a special education teacher. It is attractively decorat-
ed: red rubber floors, a small fountain in the middle of the two-storey school, 
and a cafeteria also in the middle with no ceiling between the floors. The staff 
lounge is upstairs and has cosy sofas and armchairs, high bar-like tables for eat-
ing, and some computers in the back corner of the room. Here I first met the 
two teachers and discussed their work and my research. The door to the princi-
pal’s office connects with the room and when he’s in, the door is usually open. 
Anyone can pop in, and he can pop into the room anytime.  

The two teachers with whom I collected my data were a female and a male 
teacher. They were both experienced teachers with several years of experience 
in primary schools. They had a Master’s degree in teacher education, and thus 
were qualified primary school teachers. They had started co-teaching three 
years prior to my research and therefore were also experienced in co-teaching.  

 



  
 

4 METHODOLOGICAL STARTING POINTS 

In the following sections, I will provide the reader with my methodological 
starting points through small written stories in which I describe, first, the school 
where I collected my data and the two teachers, and second, the principles of 
ethnographic research and the narrative approach and how I applied these 
principles in this study. I will also evaluate the pros and coins of my methodo-
logical choices.  

4.1 Methodological narratives 

4.1.1 Story 1: Ethnographic case study (getting started) 

At the beginning of this research project the topic of interest and the methodol-
ogy of interest, ethnography, were intermingled in my mind. I was irritated by 
the negative atmosphere around inclusive education, and at the same time I 
was fascinated by the lively yet analytic descriptions of school communities and 
community members in the ethnographic literature (e.g. Geertz 1973, Ham-
mersley 1990, Lahelma 2002, Laine 1997, Laine 2000, Lappalainen 2004, Salo 
1999, Syrjäläinen 1993, Syrjäläinen 1994, Wolcott 1984, Woods 1986). I was in-
terested in the question “What happens in an inclusive classroom?”. Further-
more, an ethnographic case study of one classroom would be well suited to my 
purpose of combining teacher thinking with observations of the practical solu-
tions in the classroom. Thus, my own participation and a naturalistic approach 
were guiding my research. The next step was to find a site for fieldwork.   

I started looking for a suitable classroom through purposeful sampling 
(Patton 1990) or, more accurately, through criterion-based selection (LeCompte 
& Goetz 1982). The criteria were the following: (a) a primary school, where the 
teacher would be teaching as many lessons as possible to the same class, (b) a 
general education classroom, (c) the presence of SEN pupils in the class, to en-
sure inclusion, (d) a teacher with a positive attitude towards the class, on the 
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assumption that this might be more likely to lead to successful practices, (e) 
willingness to allow me to observe the class and thus facilitate the fieldwork. 
With the help of a local special education coordinator, I found a class that ful-
filled all the criteria I had set. The classroom had two teachers who co-taught 
the class. When I first searched for a site in the spring 2003, co-teaching was ra-
ther rare, and in many places, in Finland and elsewhere, it continues to be an 
uncommon way of working. Therefore at first, I did not really know what to 
expect or even what to ask. Hence conducting an exploratory case study with 
fieldwork was a good choice as it obliged me to first consider what options to 
study in detail.  

The label ethnographic research is used in multiple ways (Hammersley & 
Atkinson 2007). In this study, it refers more to the process than the product (see 
Merriam 2009, 27). My “general ethnographic framework” (Woods 1986, 119) 
culminates in the notion that ethnographic research is holistic and cannot be 
separated from its context. Since my purpose -- to document and interpret the 
two teachers’ work in a broad social context – was a rather ethnographic one 
(Geertz 1973, Hammersley & Atkinson 2007, Merriam 2009, Spradley 1979, 
Wolcott 1984, 180) I considered that this would best be fulfilled by using ethno-
graphic data collection methods, participant observation and ethnographic in-
terviews. Together they are appropriate means to examine all three cultural as-
pects, as described by Spradley (1980, 5): cultural behaviour (what people do), 
cultural knowledge (what people know) and the cultural artefacts (what people 
make and use). Cultural behaviour and artefacts can be observed, whereas cul-
tural knowledge can be revealed through examining cultural behaviour and 
cultural artefacts with observation and interviews. In my case, interviews were 
needed to explore, in particular, the subjective meanings the two teachers at-
tributed to specific events and processes (Geertz 1973, 5, Spradley 1980, 7). I 
collected therefore both formal interviews, which were recorded, and informal 
interview data as part of our everyday conversations. These interviews were 
my key to the teachers’ cultural knowledge and thus, to deeper understanding 
of co-teaching.  

Because ethnography is an interpretative method (Hammersley & Atkin-
son 2007, 1), familiarity with the context supports the interpretation process. 
Woods (1986, 62) therefore recommends that interviews should not be used 
alone in the absence of any other data collecting methods. However, Merriam 
(2009, 41) emphasises that the case is the unit of analysis and not the topic of the 
research. Similarly, Geertz (1973, 22-23) argues that the object cannot be exam-
ined separately from the context, and yet the context is not the object of the 
study. Thus, studying culture in authentic situations is a distinctive characteris-
tic of all ethnographic research (Hammersley & Atkinson 2007, 4), and is also 
familiar in case studies.  Moreover, for Geertz (1973, 14) culture is the context 
within which we ought to examine one’s actions.  

Case studies offer “means of investigating complex social units consisting 
of multiple variables of potential importance in understanding the phenomenon” 
(Merriam 2009, 50). Furthermore, as Spradley (1980, 101) notes, ethnographic 
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research can be conducted on different levels, from surface level investigations 
to in-depth studies. He (1979, 1980) illustrates this by describing various “steps” 
with increasing levels of depth. I chose to study a mixture of perspectives, ra-
ther broad in scope; yet the context, only one pair of teachers, was very narrow. 
The mixture of perspectives allowed me to see the teachers’ learning process as 
a whole, from the origins of their learning to various processes that could be 
described as outcomes of their professional learning. 

Alongside ethnographic content analysis (Spradley 1979, Spradley 1980) 
used in sub-studies 3 and 4, I decided also to use narrative analysis methods 
(sub-studies 1 and 2) as it provided me with additional tools to examine the 
teachers’ stories about their work. Two essential issues concerning narrative 
inquiry need to be noted here. First, Riessman (2008, 7) raises the issue about 
whether “narrative” and “story” can be used as synonyms, and answers this 
question positively. Another issue is defining what constitutes a narrative. This 
is a more challenging question as a narrative can also be a collection of discrete 
stories (Riessman 2008, 41).  

In narrative research, the world is viewed as a collection of stories that 
people tell and through which they construct their life stories. This important 
role of narratives in people’s lives is acknowledged in the ethnographic litera-
ture (e.g. Hammersley & Atkinson 2007, Cortazzi 1993). People narrate their 
lives through stories and so narratives are very common in ethnographic stud-
ies as well. In stories, people reflect on events and construct their versions of 
what happened; narratives are also a means of identity construction. Narrative 
inquiry is a loose framework for a wide arrange of analytic approaches (e.g. 
Clandinin 2007, Riessman 2008). It is widely held that it is permissible for re-
searchers to rather freely adapt the already existing analytic approaches and 
tools or to create a unique analytic perspective on the data. As in ethnography, 
contextuality is important in narrative inquiry but the meaning of the concept is 
slightly different. For example Mishler (1986, 96) refers to the interview situa-
tion as “context”; and Clandinin et al. (Clandinin, Pushor & Orr 2007, Clandinin 
& Rosiek 2007) emphasise the location of both the inquiry and the narrated 
events. In addition to context, Clandinin et al. (Clandinin, Pushor & Orr 2007) 
consider temporality (the role of time) and social factors as issues requiring 
careful consideration in the analysis process.  

4.1.2 Story 2: The reality of the fieldwork 

The fieldwork was done in two main phases. The first phase took place during 
the sixth grade and lasted for two months in succession. This gave me a good 
general picture of the teachers’ thinking and their classroom practices. During 
this phase, my colleague and co-author of the study interviewed the teachers 
twice. I continued the research the following autumn alone, in a class of first 
graders with the same teachers. The fieldwork period was shorter because I was 
better able to focus the observations and had no need to spend lengthy periods 
in the school. During this phase, I conducted two interviews with the teachers. I 
made a school visit during the second grade with the purpose of updating what 
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was going on in the classroom and to check my analysis in case I had left some-
thing important unnoticed. My last visit to the school was during the third 
grade class when I interviewed the teachers for the last time. The data collection 
process is described in detail in table 3 below. The fieldnotes from the second 
and third grade classroom observations were not in the end systematically ana-
lysed; however, they provided me some insights and ideas, for example, about 
how co-operative learning was implemented in the class.  

TABLE 3  The data collection process.  

 Time Days Fieldnotes 
(pages) 

Interviews 
(minutes) 

Phase 1, Grade 6 August 2003 5 30   
 August 2003 5 32   
 August 2003 5 27   
 September 2003 5 28   
 September 2003 4 23  
 September 2003 4 19  
 September 2003 1 8  
 October 2003 4 19  
 October 2003 2 10 100minutes 

30 minutes 
Phase 2, Grade 1 August 2004 3 15  

 August – September 2004 4 22  
 November 2004 5 54 30 minutes 
 December 2004 3 21  
 February 2004 2 15  
 March 2004 5 28  
 May 2005 3 23 60 minutes 

Grade 2 August 2006 5 17  
Grade 2  May 2006 1 3  
Grade 3 March 2007 5 35 100  minutes 

  71 429 pages 320 minutes 
 

Even if school ethnography differs from traditional ethnography in many ways 
as described by Erickson (1984), doing fieldwork is nevertheless more a way of 
life at the moment than merely work. It is also full of stories as it becomes part 
of the researcher’s private life in very concrete ways. My story as a researcher 
began when I was a graduate student. I had clear deadline for the thesis and 
this limited the length of the fieldwork to maximum of two months. This was 
tiresome yet interesting time. No books I had read described how tiring it was 
first to spend a day at a school and be active yet sometimes stay invisible; and 
then, when you got back home in the afternoon or in the evening, start tran-
scribing your fieldnotes, adding notes, writing a diary and planning for the next 
day. I started to keep a notebook next to my bed in case, half-sleep, I would get 
an idea or remembered something important that I had not written down. In 
this way I would not need to get up at all but I could easily scribble the thought 
in the notebook and get back to sleep.  
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Participant observation is favoured in ethnographic research for several 
reasons. The importance of contextuality is one reason; another reason is to 
learn what is yet unknown. My role at school is best described what Spradley 
(1980, 60) calls moderate participation. During the classes, I was a passive ob-
server sitting in the front or in the back of the classroom; sometimes at one of 
the desks for pupils. I tried not to be a disturbance but could not always avoid 
this. Sometimes one of the teachers directed the pupils’ attention to me, for ex-
ample, by asking me something or making a note that they could check some 
fact from my fieldnotes.  

When the talk gets louder, the teacher tells the pupils that I’m having hard time wri-
ting down all their comments. A pupil asks me: “Will we be in anonymous in that 
book?” (Fieldnotes 18.8.2003) 

Sometimes I was simply sitting in the wrong place, at a pupil’s desk that I 
thought would not be occupied during that lesson. I often spent the time be-
tween and after the lessons with the two teachers, walking to and from the 
teachers’ lounge where I became one of the staff, especially in the main school 
lounge. I decided to observe the teachers outside the classroom as well because 
I wanted to study their work as a whole. This proved to be a successful solution 
because, as I found out, being with the pupils is only one part of co-teaching.  

I did not focus on the sixth grade pupils at any point. Some of them, how-
ever, were very curious about me and two boys in particular frequently asked 
me about my notes: how many pages I had written and what I had written. 
With the first-graders, I sometimes went out during the breaks to get to know 
them better. I also sometimes queued with them to get inside when the bell 
rang; the doors were locked prior to the first morning lesson. These were really 
nice moments with the pupils and although my purpose was not to study pu-
pils or their views, they were part of my life when I was in the school, just as I 
was “one of the adults” in the classroom for them.  

Over time, I became familiar with the “unknown”: the school, the people 
and “how to be”. I learned what teachers meant when talking about colours 
(see sub-study 3) and I learned my place in the school. I bought a new pair of 
shoes for indoor use, and I learned that a “whole-class lesson” definitely does 
not mean “everybody sitting in the classroom”. I learned to be present yet as 
invisible as possible. But most of all, I learned to ask questions. This process is 
reflected in my fieldnotes during the years.  

“The teachers talk with each other about things that I wouldn’t think to ask. Through 
their talk both the teachers and I end up reflecting on a lot of things that to me alone 
would not come to mind.” (Fieldnotes 13.8.2004).    

“I pack my bag, dress up, go downstairs and meet Lisa at the door. In the car we talk. 
[…] I tell her this was a good week, it was good to try out my assumptions live and 
she asks about the focus. I tell her the focus is on the rules and habits at the moment 
and she asks if I have noticed any contradiction between what the teachers say and 
what they do. […] My assumptions don’t collide with the teachers any longer, I 
know how to be and I know what and why something happens.” (Fieldnotes 
16.3.2007)  
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Of course, I learned an enormous amount that was not relevant to my study. I 
learned about whom to ask for help with computers; I learned the new style of 
writing numbers and a lot about Finnish history. I learned to ask for a lift after 
school and I learned about the school heating system. But as the fieldnotes 
above indicate, I also reached the saturation point in my study when I felt I had 
enough data to provide adequate answers to my research questions.    

4.1.3 Story 3: Analysis process 

Analysis in ethnographic research is a dialogue between the data and the re-
searcher’s ideas (Hammersley & Atkinson 2007). It is a continuous process 
which starts when one enters the field. The data analysis is often intertwined 
with the fieldwork (Fetterman 1998, 2) and, in practice, is a process of constant 
interaction between the researcher’s ideas and the data (Hammersley & Atkin-
son 2007, 159). Originally, I had only “preconceived notions” (Fetterman 1998, 1) 
about the main features of co-teaching and therefore I wanted to study co-
teaching from multiple perspectives. To cite Malinowski, I had two “foreshad-
owed problems” (Hammersley & Atkinson 2007, 21) in my research: what the 
two teachers were thinking about their work and what was going on in the 
classroom. Although these did not particularly direct my observations (Spra-
dley 1980), they affected the structure of the study at some level. Therefore, the 
study has two parallel main lines. One was guided with the initial question 
“What do teachers think about their work in the context of co-teaching?” and 
the other one with “What happens in the classroom?” (See figure 1). In addition, 
I used the three types of ethnographic questions (Spradley 1980, 31-32): descrip-
tive (Sub-study 1: “What happened when the teachers started co-teaching?”), 
structural (Sub-study 3: “What kinds of groups do the teachers use?”) and con-
trast questions (Sub-study 4: “How do the different modes of teacher behaviour 
in a misbehaviour incident differ from other modes of teacher behaviour?”). 
Furthermore, in general, my concept formation process was a mixture of read-
ing the data with reading the literature on different topics that could be as-
sumed to be related to the topic of interest (Woods 1986, 130-131). Here, I must 
note that also language played a significant role in deciding the final themes of 
my research (see section 4.3 for more detailed discussion).  
 The ethnographic literature acknowledges the existence of narratives and 
their role in people’s lives and in ethnographic research (Hammersley & Atkin-
son 2007). The general idea discussed by Mishler (1986, 52--) on how meanings 
are constructed between interviewer and interviewee was even more complex 
in my case as I had two interviewees who also negotiated meaning with each 
other. I chose narrative methods in addition to ethnographic content analysis 
because they provided me with more tools to analyse the different levels of the 
narratives from multiple perspectives and thus to examine in detail the way the 
two teachers constructed meanings about their work. Ethnographic research is 
interested in the meanings; I was also interested in studying specifically how 
the teachers constructed their mutual world of meanings in and through their 
narratives.  
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The first main theme was “opettajuus” [being a teacher, a very general 
level concept], a concept with no widely-used English equivalent. In the early 
stage of analysis, when I was reading the data set and thinking it over in Finn-
ish and looking at it through Finnish concepts, I ended up in a situation where I 
had excess of data for a sub-study. I thus split the data in two sub-sets (sub-
studies 1 and 2). In one sub-study, I examined the concept of teacher identity; 
and in the other I focused on the two teachers’ joint knowledge construction 
process. This first line of inquiry, teacher thinking, was studied mainly by in-
terviewing the teachers, although the fieldwork, with all the informal inter-
views and discussions, was very important in defining the topics of the sub-
studies. Here, I found narrative methods of analysis to be a suitable tool in de-
scribing and interpreting the mental process that co-teaching had induced. 
Polkinghorne (1995) distinguishes analysis of narratives from narrative analysis. 
In the analysis of narratives, the aim is to find elements common to the narra-
tives, whereas in narrative analysis the purpose is to construct an emplotted 
story or stories from the data. In narrative analysis, the units of analysis are the 
stories because only thus can the unique features of narratives – sequences and 
structure – become part of the analysis. Another analytical approach is to make 
the two major decisions about the unit of analysis and about the focus of analy-
sis (Lieblich, Tuval-Mashiach & Zilber 1998, 12). The unit of analysis can be a 
story as a whole, or a section of it; the focus can be on the content or the form of 
the story.  

The focus of the second main theme was “työrauha” [“working peace”; 
specifically in this case, how do the teachers keep the class in order]. The topic 
of this more practical line of inquiry was examined through classroom observa-
tions, and thus the main data were the fieldnotes. Again, the concept has no 
simple translation in English but in the process, I got into analysing the pupil 
groupings. Most of the activities in the class were organised around colour 
groups, and I focused my observations on how the teachers used groups: what 
kinds of groups and for what purposes. While writing up the preliminary find-
ings about the use of groups, I read the literature on the topic and found the 
concept of classroom management and the related concept of discipline. I fo-
cused my observations on incidents of misbehaviour in the classroom. Similarly 
to the analysis of the first theme, the topic of classroom management was far 
too large a category, and consequently I divided it into two sub-studies (sub-
studies 3 and 4). A summary of the analysis process is presented in table 4.  



 
 

TABLE 4 Summary of the data analysis and research questions of the sub-studies 

 Research questions Data sources Analysis methods Unit of analysis 
Sub-study 1 1. Why did the teachers decide to amalgamate their classes?  

2. What were the factors that made it possible for them to realise 
their plan? 

Interviews Narrative methods A narrative about 
the beginning of 
co-teaching 

Sub-study 2 1. How do the teachers narrate their learning experiences and 
knowledge construction?  
2. How do they narrate their collaboration?  
3. How do the teachers see the relationship between their col-
laboration, their knowledge construction and the development 
of their pedagogical practice in an inclusive setting? 

Interviews Narrative methods Narrative excerpts 

Sub-study 3 1. What kinds of groups did the teachers use for the purposes of 
classroom management?  
2. How did they use the groups?  

Fieldnotes 
and inter-
views 

Ethnographic content 
analysis 

Pupil groups 

Sub-study 4 1. What were the premises of collaborative classroom manage-
ment in the studied classroom? 
2. How did the teachers collaborate on classroom management 
during co-taught lessons? 

Fieldnotes 
and inter-
views 

Ethnographic content 
analysis 

Incidents of mis-
behaviour 
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4.2 Credibility and limitations 

Qualitative research can be evaluated with a number of criteria. For example, 
Yin (2009) mentions four general arguments against case study research. In or-
der to avoid the first, lack of rigour, I have described how the data was collect-
ed, how categories were derived and how decisions were made throughout the 
inquiry. Merriam (2009, 223) calls this the audit trail. The issue of generalization 
in qualitative studies becomes one of transferability. This, too, requires a de-
tailed audit trail and a description of the context of the study; these conditions I 
have tried to meet in the methods sections. The third cited argument by Yin is 
related to the idea that case studies are too time consuming and result in large 
amounts of data. The data collection of this study lasted for three and half years, 
and so it definitely was time consuming; however, I only spent 71 days in the 
field. After the first intensive two-month period of fieldwork, the data collection 
became much lighter as I only visited the school for a few days at a time. As 
described in the methods section, the data started to become saturated and I 
only visited the school to check odd details and to test my preliminary interpre-
tations. My long acquaintance with the teachers and the long temporal dimen-
sion of this study provided me with the perspective needed in the second sub-
study in particular. This is also related to the last argument on Yin’s list:  as a 
non-experimental method, causalities cannot be studied in qualitative case 
study research. This argument might seem irrelevant here but it is not. It raises 
the issue of the relationship between the events that follow each other over giv-
en time period, even if this is not causal in the strict statistical sense.  

Merriam (2009, 229) lists eight criteria for promoting credibility in qualita-
tive research. The first is triangulation, of which there are various forms (see 
also Hammersley & Atkinson 2007, 183-185). I used four types of triangulation 
(Patton 2002, 556-563): methods triangulation, triangulation of sources within 
one method, analyst triangulation and perspective triangulation. Methods tri-
angulation means using more than one data source. Each of the sub-studies was 
based on one main data source (table 4); however I used both fieldnotes and 
interview transcripts in each sub-study. I also used different means of analysis,  
ethnographic content analysis and various types of analysis with the narratives. 
Patton describes three means to do analyst triangulation. The first type, review 
by the inquiry participants, also known as a member check, was used by giving 
my interpretations to the teachers for comments. The second type, audience 
review, can be applied to situations where all the preliminary findings of this 
research were presented in international educational conferences. The third 
type, expert audit review, was accomplished during the peer review process of 
the publication of each sub-study, and by peer review of the research as a whole. 
Furthermore, I used perspective triangulation by examining the teachers’ learn-
ing process from multiple conceptual perspectives.  

Merriam’s (2009) second criterion is member checks. I sent all the findings 
for the teachers for comments, and they agreed with my interpretations. The 
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third criterion is adequate engagement in the data collection, also known as 
prolonged engagement. As already stated, I collected the data over a period of 
three and half years, and spent 71 days at school with the teachers. The fourth 
criterion is about my reflexivity as researcher. Writing a journal regularly 
helped me to remain critical and acknowledge my own possible bias and pre-
assumptions. Sometimes I discussed these assumptions with the teachers, for 
example about the nature and content of their work. The fifth strategy, peer re-
view was described earlier. The sixth strategy is the audit trail, a detailed de-
scription of the research process. Each sub-study has such a description; addi-
tionally I have provided an audit trail for the whole research here (section 4.1). 
The seventh strategy is to provide the reader with sufficient information and a 
description of the context. This serves the aim of transferability, that is, whether 
it would be possible to apply the findings in another context. The last criterion 
is maximum variation, which cannot really be applied in a case study like this 
with only two teachers. 

4.3 Language issues 

While the role of language is well acknowledged in ethnographic and narrative 
research, the issue of a multi-lingual context is rarely explicitly raised. Riessman 
(2008, 42-50), discussing narrative methods, writes about her experiences of 
working on interviews with people who have an unfamiliar language and the 
challenges of using a native interviewer and translating the interviews. This 
ethnographic and narrative study is constructed through language and between 
two languages. As already noted earlier, the analysis was strongly influenced 
by my decision to publish the sub-studies in “international” journals, in practice, 
in English. The data were produced in Finnish, the mother tongue of both the 
researcher and the participants. Language played a particularly significant role 
in the second sub-study that was analysed and co-authored with a native 
speaker of English, Ruth. Even there, we first discussed the data and the prelim-
inary findings, and took no translations as self-evident but acknowledged and 
discussed the language and differences in meanings in both languages 
throughout the analysis. In practice, I translated selected sections of the data for 
Ruth and then she read the English version while I was reading the original 
transcripts in Finnish.  

I initially analysed the data first in Finnish, but when the literature became 
involved in the process, I had to start thinking in two languages as the concepts 
were, “naturally”, in English. This process raised several questions, such as, 
was I being true to the data or does the use of English concepts do justice to the 
data? Of course, on the one hand, it was my decision to write and publish in 
English. On the other hand, the regulations of our Faculty on dissertations 
based on articles dictate that “A minimum of three of the [3-5] articles must be 
published in international, peer-refereed scientific journals”. The alternative 
was to write a monograph. However, none of the 13 reviewers or 9 editors who 
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read the four sub-study manuscripts raised any concerns about the translation 
issue, although it was only discussed in one manuscript (sub-study 2). Finally, 
when writing the summary, I decided to write it in English because I felt I could 
not have expressed every detail accurately in Finnish. Moreover, writing in 
Finnish would have required yet another translation process.        

Working in two languages also raises very practical questions, for example, 
whether one should use English or native pseudonyms for the participants. 
Both options are used: for example Estola, Erkkilä and Syrjälä (2003) used Finn-
ish names while Vähäsantanen, Saarinen and Eteläpelto (2009) used English 
names. Commonly the decision is not discussed, as it did not matter. I decided 
to use English names as pseudonyms to make it easier for the [non-Finnish 
speaking] reader to identify the sex of a participant. However, names carry cer-
tain associations and meanings. Thus, for example, in her study of ethnicity 
Lappalainen (2004) named the participants according to their ethnic back-
ground. Another significant question concerned the use of third person because 
in Finnish the pronoun (“hän”) does not indicate gender. Furthermore, transla-
tion was occasionally rather challenging as it required the interpretation of 
meanings. This issue demanded extra attention in the narrative study (sub-
study 2) because the teachers often used a passive-like verb form “kyllä ei oo 
aina ollut semmonen olo” [has/ have not always had that kind of feeling] 
which does not clearly indicate who they are talking about, him/herself or for 
both of them.   

4.4 Ethical issues 

Hammersley and Atkinson (2007, 209) discuss the ethics of ethnographic re-
search by reference to five concepts: informed consent, privacy, harm, exploita-
tion, and consequences for future research (see also Murphy & Dingwall 2007, 
for a similar list). The two teachers and the parents of all the pupils of both clas-
ses gave me their written informed consent. The principal of the school also 
gave his written approval to conduct the study in the school. The second issue, 
privacy, is more complex. Doing fieldwork requires finding a balance between 
being discreet and getting the information needed for the study. School, in gen-
eral, is a public space and as such a rather easy environment in which to do 
fieldwork. However, the issue of privacy then becomes an issue of sensibility. 
By this I mean that although I had permission to observe the teachers whenever 
and wherever, I felt it odd following about them everywhere like a duckling. 
This was particularly the case when walking between the classroom and the 
teachers’ lounge because the teachers usually walked abreast, which did not 
allow me room to walk beside them. This made me feel like I was shadowing 
them, which, of course, is in a sense true. Another issue related to privacy was 
the disturbance I caused merely by my presence but also with my talk. It was 
difficult to decide in some situations whether I could speak freely or whether to 
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do so would interrupt the teachers. Luckily, they often guided me by asking me 
to join or, in rare occasions, told me to stop talking.  

The third issue is one of harm. I tried to avoid causing any harm by being 
as open as possible about, for example, the focus of my observations, by an-
swering questions about my research, by behaving like an responsible adult 
with the pupils, and by protecting the anonymity, in particular of the pupils. 
The matter of not always hiding the identities of the teachers was our shared 
decision on which I have their signed consent. However, this was a risky deci-
sion that I was very cautious about. On the one hand, it could have caused me 
problems while on the other hand, the pedagogical system of colour groups and 
learning styles is such a distinctive characteristic in small country like Finland 
that I am not sure if I could have protected the identities of the teachers without 
choosing not to present all the findings. However, fortunately, I have not ended 
up in a situation where to protect the teachers I have left something important 
unsaid. It has made me very sensitive about my decisions, however. For exam-
ple, I was planning to study the teachers’ pedagogical thinking at some point, 
but I let go the idea, partly because of one teacher felt it was a very personal 
topic. 

The fourth issue, exploitation, refers to the balance between being studied 
and getting nothing or little in return. The teachers were enthusiastic about the 
research because they felt that it would benefit their own work and professional 
development. I have provided them with all the findings I have produced. The 
fifth issue concerns how the research affects the field of ethnography in general. 
I assume that my actions have not harmed the field or prevented any future 
researchers from entering the same school.  



  
 

5 MAIN FINDINGS 

The findings form a metanarrative (Atkinson 1992; Hammersley & Atkinson 
2007) that illustrates different aspects of the learning process of Matt and Lisa 
regarding their co-teaching. They had already found each other and started co-
teaching in a supportive working environment (sub-study 1). This resulted in 
several analytically separate outcomes: a shared professional identity (sub-
study 1), knowledge-sharing and constructing new knowledge (sub-study 2), 
new practices in the grouping system (sub-study 3) and collaborative classroom 
management (sub-study 4). Moreover, co-teaching was also a domain of their 
joint learning as they had got involved in it together. In practice, the various 
factors were intertwined in the two teachers’ shared learning process. The direc-
tion of the teachers’ professional development was towards inclusive education.    

5.1 Sub-study 1: Shared teacher identity 

In the first sub-study I examined the process which led the teachers to change 
from being traditional teachers into co-teaching professionals. This sub-study 
operates on two levels: the outline story is about the different factors that influ-
enced the process, and as the teachers narrate this story, they also narrate their 
professional identity and how it too changes. The main finding was that in the 
process from solo-teaching to co-teaching the teachers created a shared teacher 
identity with agency, a we-identity. The process involved five factors: attitude, 
conflicts in the classroom, a taste of collaboration, the idea, and the solution. 
Attitude referred to their inner motivation to work as teachers. This combina-
tion, with certain contextual factors, such as conflicts between the ideal and the 
actual situation in the classroom, and their positive experiences of grade-level 
collaboration, led to the idea of starting to teach together. This idea was born in 
a supportive school culture, and with the support of the principal, the teachers 
started co-teaching. These factors, however, are also the same factors that seem 
significant in the two teachers’ accounts of their learning process. 
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The findings show that a teacher’s professional identity is something so 
crucial that it cannot remain untouched in the event of such a big turning point 
as combining one’s class and sharing one’s pupils with another teacher. Here, 
the change co-teaching brought not only influenced the teachers’ professional 
identities as individuals but also led to the development of a shared identity, as 
shown in their narratives. Moreover, the idea of co-teaching can be seen both as 
the origin of the two teachers’ joint learning process and clearly as a turning 
point in their career and thus, part of their wider professional development.   

5.2 Sub-study 2: Professional learning and joint knowledge  
construction 

In the second sub-study, we examined several small stories in and though 
which the teachers narrated and reflected on their professional development 
over time. We focused on examining in detail four stories. In three, the teachers 
narrated the origins of a pedagogical change in their careers: first the beginning 
of co-teaching, second the use of learning styles as the basis for flexible pupil 
grouping and third the shift to a cooperative learning pedagogy. In the fourth 
story, the teachers reflected retrospectively on their shared professional devel-
opment process.  

All the narratives are storied through the teachers’ we-identity, and they 
show both structurally and in their content that the teachers are involved in a 
joint knowledge construction process. In the middle of this process is their will-
ingness to share ideas through talk, and hence how ideas receive shared exami-
nation and can be developed further together.  

5.3 Sub-study 3: Flexible grouping 

The teachers had created a new pedagogical system based on pupils’ learning 
styles when they started co-teaching. In this third sub-study I examined the 
grouping system used in the classroom and its different variants and meanings. 
The pupils were divided into four groups each named after a colour. The ho-
mogeneous colour groups (lessons for one colour or for two similar colour 
groups combined) were used both to individualise instruction, and the hetero-
geneous groups (lessons for two opposite colour groups combined and for the 
whole class) to teach the pupils social skills. In short, each pupil studied in four 
different groups every week, and had at least two lessons in each group.  The 
study revealed that, first, learning styles seem to work as a grouping method, 
and second, that flexible grouping can diminish problematic situations tradi-
tionally related to heterogeneous classrooms.  
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5.4 Sub-study 4: Collaborative classroom management   

In the fourth sub-study I focused on classroom management as a shared prac-
tice by the two teachers. The analysis was based on incidents of misbehaviour 
in the sixth- and the first-grade classroom whole-class lessons. The teachers 
used three collaborative models of classroom management. In the first model, 
one teacher was responsible for teaching and one for classroom management. In 
the second model, the teachers shared both responsibilities, and in the third 
model, the teachers switched roles flexibly when needed. Additionally, I identi-
fied three premises of collaborative classroom management: careful planning, 
open communication and a common line in disciplinary issues.  

5.5 Metathemes through the sub-studies 

The findings are always a construction of the data. The present four sub-studies 
are created around certain theoretical concepts, except for the one on flexible 
grouping, which was based on a teacher-initiated domain of colour grouping. 
The reality is, however, more complex and therefore I will present an alterna-
tive, more narrative, construction of the data presented in the four sub-studies. 
Hence, the discussion is built around three metathemes (Ely 2007) that illustrate 
different dimensions of teacher learning.  

The first metatheme is about the initial process where the teachers came 
together and made their decision to start co-teaching, which in turn is the be-
ginning of their joint learning process. This theme describes the reasons for self-
initiated change and the contextual factors that made it possible to implement 
the idea. It illustrates how various individual, collaborative and contextual fac-
tors influenced on the teachers’ decision to start co-teaching and to their im-
plementation of this idea in practice. Furthermore, the theme is not only about 
initiating co-teaching but also a description of how the teachers got involved in 
their own, first individual, and then collaborative process of professional devel-
opment.  

The second metatheme comprises the beliefs and values behind the teach-
ers’ professional development and their actions as teachers. The teachers em-
phasised equality and diversity in the classroom, which are first performed 
through learning styles, and later through a cooperative learning pedagogy. 
What is clear from the start is that the teachers are driven by rather inclusive 
thoughts about valuing individuality and social inclusion within their class. 
With respect to teacher learning, this theme forms the basis of and orientates 
the two teachers’ professional development. Although the teachers narrated the 
origins of the learning experiences as serendipitous, they nevertheless seem to 
form a consistent continuum towards more inclusive classroom pedagogy.  

The third metatheme is the actor, “we”, in the two teachers’ professional 
development. This is a description of we-identity and how the teachers built a 
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shared classroom together, based on shared views of, for example, classroom 
management strategies. As “we”, they are involved in a joint journey of learn-
ing, with a clear direction, and with, at the centre of the process, their shared 
teacher identity, which is also manifested in practice in classroom situations. 
That is, the teachers not only think and talk as “we”, but also they share the re-
sponsibilities and roles that usually fall to one teacher alone in the classroom.  

 
 
 



  
 

6 DISCUSSION 

Co-teaching is a mixture of learning activities, and thus may lead to a process 
where change in beliefs, change in knowledge and skills and change in practice 
alternate (see Opfer & Pedder 2011). The four sub-studies form a metanarrative 
of the co-teaching context where the teachers construct and have shared profes-
sional identity, and where they not only learn from each other but construct 
new knowledge together; and where they work very concretely together in the 
classroom which they have arranged according to the new pedagogical system 
that they have created. This general discussion of the findings is structured 
around three themes. First, the beginning of the two teachers’ co-teaching is 
interesting for many reasons. In addition to being illustrative about how two 
teachers initiated a notable change in their work, and how this was the begin-
ning of a joint learning process towards a more inclusive pedagogy, it reflects 
the various factors which the teachers interact daily in their work. These same 
factors define their professional learning environment. The second and third 
themes are about the content and forms of teacher learning. The second theme 
concerns the issues of how co-teaching was both a context and the focus of 
learning, and how this collaboration involved the teachers in a transformative 
learning process where they created a shared teacher identity. The third theme 
to be discussed will be the direction of the teachers’ learning process. This illus-
trates, retrospectively, how Matt and Lisa have, perhaps unconsciously, aimed 
at more inclusive pedagogy in their classroom from the very beginning of their 
co-teaching. 

6.1 Co-teaching – the beginning 

While co-teaching was an important context for the teachers’ learning, it was 
originally created in interaction between the two teachers, the other teachers in 
the school and the school principal. Thus, co-teaching was a learning context 
created by the teachers within another learning context, school culture. Based 



49 
 
on the teachers’ narratives, school might well be conceptualised as a profes-
sional learning community (Stoll et al. 2006), and was thus a fruitful context for 
innovation. The collegiality of Matt and Lisa in this school cultural context re-
sulted in the establishment of another learning community, the co-teaching. 
This illustrates both how unique and multidimensional teacher learning can be, 
and furthermore, how various affordances and obstacles play a role in regulat-
ing teachers’ professional learning. However, in this study, the teachers did not 
face notable obstacles to their learning but felt well supported by their sur-
roundings. Notwithstanding the importance of a supportive context for creating 
and implementing new ideas, such as co-teaching, ultimately these all depend 
on individual teachers. The attitude shared by Lisa and Matt was a significant 
factor in their initial co-teaching process, and the same attitude was closely 
linked to their will to learn in the first place.  

In their model, Shulman and Shulman (2004) drew attention to how the 
individual and community levels of learning intertwine. Whether the present 
case of co-teaching, and all that followed it, were an outcome of teacher learn-
ing, or constituted its starting point, remains unclear, and is, perhaps, even an 
irrelevant question. Nevertheless, co-teaching was a starting point for the 
shared learning process engaged in by Matt and Lisa and definitely a significant 
factor in their careers. The professional crisis they both shared and faced not 
only resulted in co-teaching but it also started something bigger that goes be-
yond their co-teaching and beyond them as individuals. However, although the 
dynamics of this kind of change and the meanings of Matt and Lisa’s co-
teaching on the level of the teacher community in general were not the focus 
here, it is noteworthy that during the first phase of this research, co-teaching 
was also practised by another pair of teachers, using a similar system. This sup-
ports the interpretation of the importance of the role of the school culture in 
teacher learning while it is also a good example of the interaction between 
teachers’ individual and joint informal learning and the role of school culture. 
Furthermore, the example of co-teaching and enthusiasm set by Matt and Lisa 
has had a greater influence on other teachers around Finland who have started 
co-teaching and used their pedagogical model. Thus, most interestingly, suc-
cessful collaboration seems to be a source of inspiration to teachers: Matt and 
Lisa possibly got the idea of close collaboration from their colleagues and now 
they are promoting the idea of co-teaching. This is a powerful example of how 
other colleagues’ experiences can act as a source of both practical knowledge 
and motivation that teachers value.  

The story of co-teaching begins with the two teachers’ professional crisis, 
as it was this that led them to co-teach. This apparently small change is concep-
tualized in this study as the origin of their shared journey towards professional 
learning. It was a step which affected not only their practice inside the class-
room but also had a rather profound influence on them as teachers. In this crisis 
they saw co-teaching as a possibility to try something new – a choice that not 
everybody would make. This shows how a teacher’s professional development 
can be formed in a process where their will to learn intertwines in a certain con-
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text with several other factors (see also Fernet, Guay, Senécal & Austin, 2012). 
Perhaps the most significant of these is trust. The shared professional identity 
between two teachers was based on confidence, a sense of trust one will not 
harm the other. On the basis of this trust teachers can build a shared profes-
sional identity which has further consequences regarding the other dimensions 
of a teacher’s work: teacher knowledge, classroom practice, and the whole no-
tion of teacher professionalism. Nevertheless, when considering the source of 
the teachers’ mutual trust, it is important to take into account the school culture 
as they interpreted it, especially the sense of autonomy which they owed to 
their principal. Furthermore, trust seemed apparent also in their interaction 
with their pupils. I assume this trust was related to their shared understanding 
of the goals and means of education, which thus became transmitted through 
trust from the principal down to the classroom.  

In Finland, teachers teach the same group of pupils for several years. This 
lack of “a sort of annual lottery” (Huberman 1989, 48) has both advantages and 
disadvantages. Both are related to the relationships with the pupils that will 
develop over time. On the negative side are the possible problems in teacher-
pupil interaction that can lead to significant teacher stress and decrease in self-
efficacy. Here, a situation where both teachers were teaching heterogeneous 
pupil groups was a major factor that drove the teachers towards co-teaching 
because they felt they could no longer continue working in the existing situa-
tion. The teachers had very few options, and hence they chose co-teaching. It is 
here that the positive side of the Finnish system can be seen as it allows teachers 
to develop professionally by adjusting their instructional and classroom man-
agement practices to fit the needs of the group during a lengthy period of time. 
Working with the same group for years on end builds a valuable knowledge 
about their pupils which helps teachers to plan the implementation of new ide-
as in the classroom. This also allows them to concentrate on other things instead 
of acquiring new knowledge about new pupils every year.  

The findings of this study add to our understanding of the essential differ-
ence between general collegial support, which the teachers felt was not suffi-
cient, and co-teaching, which the teachers found suited them well. We can as-
sume that the support that school culture, including both colleagues and prin-
cipal, can provide teachers often remains at descriptive level. By this I mean 
that when one’s colleagues and the principal do not know one’s pupils or the 
classroom practices along with all the interaction that go on in the classrooms, 
their possibilities for involvement are limited. In the co-teaching context, where 
the teachers share their knowledge about the pupils and where they see each 
other working in authentic classroom situations, their practical knowledge not 
only becomes visible but can also be discussed and reflected on. This kind of 
sharing and collective knowing enhances teachers’ sense of mutual responsibil-
ity, and thus may further support their well-being.  
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6.2 Collaborative and transformative learning  

The teachers experienced learning as acquiring and constructing practical 
knowledge about co-teaching, and as transformative learning through their 
identity work. Although these two are closely intertwined in practice, I will first 
discuss them separately here.  

In previous studies, teachers’ learning activities, such as collaboration, get-
ting ideas from others and experimenting, have often been examined as sepa-
rate activities, whereas this study showed that teachers connect these activities 
into a continuum where informal and formal learning are both present (Eraut 
2004) and which further intermingles with practice. Originally, the collabora-
tion of the two teachers was the context in which they came up with the idea of 
co-teaching. Later, this collaboration was the primary context for sharing ideas. 
However, co-teaching created another learning context where the teachers were 
able to experiment their ideas together in the classroom. The case of Matt and 
Lisa differs from several other studies where the teachers lack a tradition in 
which try out the new ideas collaboratively in the classroom and to discuss the 
shared practical knowledge created thereby with a colleague. Furthermore, 
even their collaboration can be assumed to be different from that of teachers 
who only collaborate outside their classroom, as the two teachers who co-teach 
can build and reflect on their shared practical knowledge and, for example, on 
their knowledge about their pupils whom they both know equally well. It 
should be noted, however, that teacher collaboration and co-teaching is always 
based on interaction between two or more professionals and is thus a unique 
combination of personalities. This is sometimes overlooked in studies, resulting 
in an oversimplified view of teacher collaboration (e.g. Goddard, Goddard & 
Tschannen-Moran 2007).  

The present teachers’ learning was based on a process of joint knowledge 
construction. In this study, the focus was on the process and the origins of Matt 
and Lisa’s major career turns. Although these origins were external, and in one 
case individual, the actual learning process was mutual. The teachers’ new ped-
agogical ideas were further developed together in the classroom and thus be-
came part of their co-teaching practices. Moreover, learning within co-teaching 
was more than learning from external information sources or acquiring practi-
cal knowledge from the other teacher. Co-teaching itself was a learning process 
in and through which the teachers gained practical knowledge about co-
teaching by doing it. This included, for example, learning to share and negotiate 
the different teacher roles required in the classroom. Co-teaching requires the 
acquisition of, for example, new roles both in relation to the other teacher and 
in relation to the pupils. Moreover, it can require getting to know new pupils if 
two classes are combined, as in the case studied here. Thus, co-teaching re-
quires the acquisition of new skills for it to be flexible and successful. When two 
teachers start co-teaching and both are new to this practice, they are involved in 
a process where they learn not only about co-teaching but also about teaching 
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in general. Furthermore, they construct new shared practical knowledge about 
co-teaching in the context of their own classroom, although this may prove 
challenging (Conderman & Hedin 2012).  

A teacher’s professional development is a complex process, and a much 
wider issue than merely acquiring new content knowledge or instructional 
practices. Practical knowledge about co-teaching is not only knowledge about 
roles and other practices, but about how to be in a mutual collegial relationship 
with another teacher and to share. This study showed that co-teaching can re-
sult in transformational learning along with other major changes such as creat-
ing a shared teacher identity with another colleague. In light of the dialogic 
view of teacher identity (Akkerman & Meijer 2011), this shared identity is one 
of their professional identities. Therefore, although their shared identity seemed 
dominant in the teachers’ narratives, the teachers hold it in addition to their 
individual teacher identity. This allows them to shift flexibly between solo and 
co-teaching settings, as well as between any two settings. This is important as 
very few teachers use co-teaching in all their lessons. It is also probably the case 
that the nature of the possible shared professional identity will vary for one 
teacher according to who the other teacher is. A teacher identity is situated in a 
particular context (Beijaard, Meijer & Verloop 2004) and a change in that con-
text or setting requires a change in that teacher identity.  

The teachers’ decision to embark on co-teaching was a sign of creativity 
and the courage to wipe the slate clean and re-design the classroom, and this 
creativity was later transferred to their classroom (Sawyer 2011). It was also a 
successful attempt to shift from a negative career stage to a more positive stage. 
Moreover, this joint decision to build everything over again together was the 
basis for their co-teaching and their shared teacher identity. The decision may 
even have strengthened their sense of we-ness and shared responsibility for 
work that was demonstrated, for example, in their common line on classroom 
management. The question whether they agreed on their disciplinary strategies 
from the beginning or whether the “common line” was a result of their collabo-
ration may seem irrelevant to them, but it is important for teachers who may 
have different views of classroom management and different disciplinary styles. 
It should be noted, however, that while to create a sense of we-ness may not 
require co-teaching, co-teaching probably strengthens we-ness through shared 
practice. What distinguishes co-teaching from peer coaching is that in co-
teaching the teachers share an essential part of a teacher’s job, viz. responsibility 
for their pupils.   

The two teachers’ thinking was similar from the beginning; however, it 
has most likely become even more similar during the years in which they have 
created their we-identity as teachers. This shared actor of their narratives, the 
we-teacher, not only appears in their narratives but also has an externally ob-
servable form. It can be seen, besides in their narratives, in their classroom, 
where they fluently and without any preparatory discussion share the tasks that 
one teacher usually handles alone. This does not mean that the teachers were 
consciously aware of the way they shared their teacher roles in practice, but it 
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does indicate that even shared practical knowledge that is learned through 
shared practice can be tacit, such as sharing teacher roles. I also occasionally 
encountered this “we”-person in the school corridors. Once, I asked if the 
teachers had read a book, and one teacher answered “Yes, we have”. The other 
teacher corrected this, surprised and laughing: “Actually, I haven’t!” We-ness 
was also apparent in the way they shared ideas and the importance they at-
tached to this sharing. This openness and their willingness to share was not re-
stricted to their mutual collegiality but was also reflected in how they treated 
me, friendly and fair and always willing to have me join in all the activities, and 
ready to arrange a time for an interview when I requested one. I felt that at 
some point I had become a source for possible new ideas for developing their 
work. It was, perhaps, related to their we-ness that they felt a desire to share 
new ideas with each other. In that way they increased their mutual store of 
knowledge from where they could take ideas to be implemented and further 
developed in the classroom. Giving lectures to colleagues and the book they 
wrote can be seen as part of this sharing process.    

In the studies that have looked in detail at the complex peer learning pro-
cess in teachers the context has usually been peer coaching or mentoring. What 
was different here was that the learning community created by the two class-
room teachers was based on a truly equal professional relationship between 
two expert teachers with a similar education. Another particularity of this study 
compared to previous research was that teacher collaboration takes usually 
place outside the classrooms whereas co-teaching happens inside the classroom. 
Such collaboration is not only a matter of talking about problems or ideas, or 
talking about pupils or feelings raised by classroom situations, or about profes-
sional development or enhancing pupil learning. Co-teaching is about sharing 
and doing together all the tasks related to being a teacher, and this study 
showed that professional learning is something that is embedded in this mutual 
process. Workplace learning is rooted in practice, and co-teaching combines this 
with a possibility for continuous reflection based on shared teacher knowledge. 
This kind of learning, which originates suddenly, in an unpredictable time and 
place, and is developed in the moment, is challenging to study. The teacher nar-
ratives examined here are one means to this end; however, video recordings, for 
example, would offer very interesting and rich data for studying the actual dis-
cussions that take place between teachers. However, most teacher discussions 
for research use are recorded in pre-arranged situations, and it could be as-
sumed, based on the narratives analysed here, that recording and analysing 
authentic ex tempore discussions might provide other possible perspectives on 
teacher learning. An interesting example is the study on agency by Lipponen 
and Kumpulainen (2011), in which they recorded and observed student teach-
ers. Similar detailed data on co-teachers might also reveal whether teachers’ 
educational background is present in their discussions and if so, how so.   
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6.3 Beliefs and values – inclusive education  

This study revealed that teacher learning takes various forms and occurs on 
several levels. In the data studied here, one of these levels, or stories, was the 
teachers’ vision of demolishing the barrier between “general” and “special”. 
This vision was a driving force in the process from physical integration of a 
group of pupils with special needs into what one might call an inclusive class-
room, at least on the criterion of heterogeneous groups distinguished only by 
learning styles.  Moreover, the we-identity of Matt and Lisa that implies “our” 
pupils is interesting as it is strongly reminiscent of the inclusive idea of collabo-
ration, both of pupils and of the adults in schools.  

The Finnish school system is based on a mixed model in which general 
and special education are more or less separate systems and teachers are la-
belled according to their initial teacher education into “general” and “special” 
education teachers. However, the classroom context of this case study was a 
rather inclusive one considering the general trend. It had such inclusive fea-
tures as a mixed group of “special” and “general education” pupils who stud-
ied together permanently with the aim of social inclusion. The system was 
based on co-teaching that is often considered to be related to inclusive educa-
tion; however, in this case both teachers were classroom teachers. Co-teaching 
is also mentioned in the new three-tiered model of pupil support (Finnish Min-
istry of Education 2007) without any explicit mention of who the co-teachers 
should be. This is interesting as it tacitly acknowledges that the questions of 
teacher professionalism and teacher education are rather sensitive issues in Fin-
land. These issues divide educators and teacher educators according to their 
opinion of what is “special” and how to deal with the answer. This study sup-
ports the idea that ordinary classroom teachers can create and develop inclusive 
classrooms, even if the present two teachers probably had some inclusive be-
liefs in the background, conscious or unconscious. Their voluntary example also 
supports the idea that in some cases co-teaching may be the only resource 
needed for inclusive classrooms to be successful, and for teachers to have posi-
tive experiences. However, this does not justify decisions where teachers with 
positive attitudes towards inclusion are burdened with more challenging pupil 
groups than their colleagues. Either does this support the idea that all class-
room teachers are able to teach all kinds of pupils successfully. The question of 
who is to decide who is the best teacher for a given pupil is demanding. At the 
school level, principals are responsible for finding a balance between listening 
to their teachers on one hand and encouraging them to try their knowledge and 
skills with pupils labelled as having special needs on the other. As in this case, 
the two teachers found they were able to teach the exactly same pupils more 
effectively together than alone. This phenomenon of mental support might be 
called the added value of co-teaching.  

The two teachers in this study started co-teaching long before the estab-
lishment of the three-tiered model in Finland. In line with the new Strategy, the 
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two teachers saw co-teaching as an answer to a situation, in which their work 
was becoming such that they no longer experienced it positive. Self-initiated 
change is often assumed to result in more sustainable change as opposed to up-
down orders, but this does not mean that those suggestions in government pa-
pers, such as the new strategy, are necessarily less functional than ones that 
teachers come up with by themselves. However, although the teachers here 
were working their way towards a more inclusive classroom, it can be assumed 
that with two teachers with pro-segregation beliefs about pupils will end up in 
developing their practices in the opposite, segregative, direction. Thus, co-
teaching is not necessarily pro-inclusion; much depends on the values and be-
liefs of the teachers. If the teachers have contradictory values or if they both 
value more segregative solutions, co-teaching probably strengthens these val-
ues as well. In case where the teachers have contradictory values or beliefs, we 
need more studies on how they negotiate the values implemented in their class-
room.  

It is unclear in which ways a teacher’s professional development affects 
their cognition and classroom practice. Furthermore, based on this study, it re-
mains unclear whether the two teachers’ beliefs about inclusion subsequently 
changed. Similar findings were reported from a case study (Wittenholt et al. 
2012) where the studied teacher changed her practice but retained her beliefs 
intact. Nevertheless, based on the pedagogical changes the present teachers 
made, some tentative conclusions can be advanced. This case study demon-
strated how inclusion can emerge in a local setting without any special “pro-
grams” or external guidance. The teachers were capable of orienting their set-
ting in a more inclusive direction but it happened over time and on their own 
conditions. This suggests that co-teaching might be a means to allow teachers to 
find their own way to teach heterogeneous pupil groups. In this way, teachers 
would be provided with time and a supportive environment to adapt to what 
may be more challenging instructional demands. This would in turn support 
their professional workplace learning. Inclusion is often discussed through pu-
pil learning, but success in this endeavour is also about teacher learning. In a 
trusting co-teaching context, the risk of experimenting is shared, and thus, 
holds less risk for an individual teacher.      

Before co-teaching, Matt and Lisa mainly taught their pupils separately; 
however, that setting did not satisfy them as teachers. Instead, they decided to 
do things differently and divided their pupils according to their learning styles 
instead of the previous “general” and “special” categorisation. Their thinking is 
close to Slee’s (2007) notion that inclusive education is not only about SEN pu-
pils but about good education for all pupils. In the cooperative learning that the 
teachers used this is applied by emphasising how all pupils can learn together, 
learn from each other and build something new together. The idea behind the 
learning styles grouping was that all are different and everybody has their own 
ways of learning. This idea was taken further to learning together from each 
other, thus, underlining how different learners can contribute to each other’s 
learning. In general, co-teaching and the collaborative learning that it entailed 
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strengthened the teachers’ originally individual values and beliefs about pupils 
and learning. The experiences the teachers had separately about teaching and 
interacting with their pupils were the impulse for teacher-initiated change. 
However, without discussing their experiences together they perhaps would 
not have had doubts about the current special education system. It is also inter-
esting how their pupil-related self-efficacy improved as they started co-teaching, 
although the pupils were the same.  

The question about how to guide teachers and their informal learning in a 
certain direction, however, remains. Here, each teacher chose the path towards 
the inclusive classroom, but other pairs of teachers might choose differently. It 
is challenging task to find a balance between teacher autonomy and the goals of 
inclusive education – all teachers surely have their pupils’ best interest in mind, 
but even researchers disagree about the means to that goal. Finland has agreed 
to aim towards inclusion, yet, for example, the methodological challenges (Nind 
et al. 2004) facing how inclusion is to be defined are yet to be overcome. Moreo-
ver, for some reason, the proportion of pupils transferred or taken into special 
education varies enormously across the country. This probably reflects the 
strong autonomy Finnish schools have in deciding how to organise what they 
consider good education for all. Principals play key roles in creating school cul-
tures that support inclusive solutions and strengthen inclusive values. In this 
study, the teachers felt they could do whatever they wanted, but this feeling 
was perhaps due to the fact that they were developing their work in a the direc-
tion that their principal valued. The situation and their sense of autonomy 
might have been different if their principal had been keener on segregative so-
lutions, or if they had asked for permission to do something that would 
strengthen the segregation of SEN pupils.  Nevertheless, this study showed that 
co-teaching provides teachers not only with support in teaching a heterogene-
ous classroom but also with the opportunity that create pedagogical solutions 
to support all the pupils in the class. Co-teaching thus enhances classroom 
teachers’ possibilities to prepare for inclusive education, at least with pupils 
with mild disabilities.  

The change in teacher thinking from learning styles grouping into cooper-
ative grouping has been slow. Experimentation yields experiences that need 
time to be transformed into professional development. Furthermore, although 
the teachers narrated their learning origins as somewhat arbitrary, they were 
not in a sense that they all seem to have been based on the same values that 
characterise inclusion, such as equality, and valuing diversity. It is noteworthy 
that from the beginning, the teachers had similar values and beliefs. Further-
more, for example, the principles of equality and learning from each other were 
applied both in the classroom and in the collaboration between Matt and Lisa. 
An important change in the two teachers’ pedagogical thinking was that Matt 
and Lisa decided to categorise their pupils according to the learning styles, 
which brings to the fore the fact that teachers can categorise their pupils in sev-
eral ways, and furthermore, the categorizations can be utilised in several ways. 
In this case, teacher learning resulted in a change in the teachers’ thinking re-
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garding the best practice on categorising pupils. They changed the principles of 
what information to collect about pupils and how to organise that information, 
and the resulting new categorisation yielded a different kind of knowledge 
about the pupils. The teachers started talking about their pupils through their 
“colours” instead of their possible difficulties. This is only one example of the 
numerous discursive shifts in labelling pupils. It is rarely the fact of labels that 
causes any harm, but the meaning that people tend to attach to those labels. 
Here, colours were namely rather neutral way of categorising pupils, but for 
some reason some pupils and at least one parent valued some “colours” over 
others. Whether a truly neutral grouping system can exist is another question.  

This study reflects how teachers’ beliefs and values are implemented in 
practice and how they are developed in practice. Thus, learning can be seen as 
increasing the implementation of certain beliefs and values in classroom prac-
tice (e.g. Meirink, Meijer & Verloop 2007) and also, as inducing change in the 
beliefs on which these practices are based on. In such a highly integrated pro-
cess it is not easy to elaborate where change happens first (Desimone 2009). 
Perhaps, it is impossible to determine, as teachers’ practical knowledge is in 
constant interaction with their practice, and as teachers’ practice contains inter-
action with their beliefs and values (Van Driel, Beijaard & Verloop 2001). Also 
here, the teachers were developing their practice through certain beliefs about 
pupils and certain principles, but simultaneously their thinking seemed to 
change, strengthening some beliefs and changing some others. This process re-
quires further research to understand better how a teacher’s values and beliefs 
are constructed and re-constructed.  

6.4 Concluding remarks  

Teacher learning was conceptualised as change in cognition and/ or practice.  
However, this case study showed that teacher learning is a process in which 
teacher identity, teacher thinking and classroom practice are intertwined. 
Moreover, the teacher learning process and its outcomes cannot be separated 
from each other but are in continuous interaction. For example, shared teacher 
identity was both a starting point in the two teachers’ further development, and 
yet, at the same time, it was already an outcome of their professional develop-
ment. Teachers need time and space for their informal learning, but also a bal-
ance between trust and guidance regarding its content. In the co-teaching con-
text studied, learning and professional development appeared as an ordinary 
part of teachers’ everyday work, as opposed to external programs. Their collab-
orative learning was based on their own activities and interest in learning and 
developing new practices. Experiencing teacher learning in this way might ex-
plain why teachers’ experiences of teaching pupils with disabilities tend to have 
positive effect on their attitudes towards inclusive education (Malinen, Savo-
lainen & Xu 2012).  
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The finding that classroom teachers, at least when supported by co-
teaching, may be able to widen the range of the pupil types they are able to 
teach well, can, however, be used in different ways. Therefore one has to be 
very cautious in drawing conclusions about the role and requirements of special 
educational teachers in schools. More research remains to be done on the 
unique combinations of teachers, contexts and pupils which teachers find or do 
not find preferable. The question is not whether inclusion can be successful or 
not, but under what conditions in what context. Action research might be a 
fruitful means to study teachers’ work, support teacher learning and to add to 
the general knowledge base on individual pedagogical practices (e.g. Hagevik, 
Aydeniz & Rowell 2012, Junor Clarke & Fournillier 2012).     

A retrospective approach has its limitations regarding, for example, the 
memory of the participants and availability of accurate data, but it also has 
strengths. I would suggest that teacher learning is a cognitive and collaborative 
process that is challenging to observe with traditional ethnographic methods. In 
teachers, professional development is outcome of a process of cumulative learn-
ing that takes form in observable classroom changes, and this process involves 
experimentation. Teacher learning, although it can in some cases be traced back 
to separate, observable moments or events, requires long-term research on the 
individual teachers in question. Teacher learning is based on a wide variety of 
everyday working practises and because it can be deeply embedded in those 
everyday practices of a teacher’s work it is difficult to study. Furthermore, in 
the case of co-teaching, a significant proposition of collegial discussions takes 
place in the corridors between staffroom and classroom. In Finland, walking 
between the two can be repeated even eight times a day.  

The main strength of my research is long acquaintance with the teachers 
and hence, a long-term view of their professional development. This naturalistic 
study reveals that the development span of the teachers had its own logic. 
Teachers’ careers and professional development are a mixture of serendipitous 
events combined with personal characteristics. In co-teaching, this combination 
is supplemented by the mutual interaction of two teachers with their individual 
beliefs and values and knowledge. Acknowledging the role these unique work-
ing and learning environments can have in schools could enhance the goal of 
inclusive education by providing teachers with additional support and by offer-
ing pupils a non-stigmatising yet good basic education. Furthermore, when 
teacher collaboration supports such activities as experimentation with the aim 
of improving learning, co-teaching may have the effect of enhance a teacher’s 
professional development in general. However, to confirm this possibility re-
quires more research.  

This case study presented a rather positive example of co-teaching. To 
learn more about the topic, studies of less successful and failed co-teaching is 
needed. Furthermore, this study focused on teachers’ perspectives on co-
teaching. The literature on pupils’ perspectives on and experiences of co-
teaching is scarce and requires supplementation. Such studies would allow, for 
example, comparison between pupils’ experiences in small classes (Jokinen 2012) 
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and larger classes with co-teaching. Another specific topic concerns whether co-
teaching provides pupils with more individual support than solo teaching, as is 
assumed in the Special Education Strategy.  

6.5 Implications for teacher education and professional  
development 

Teachers’ informal learning could rather easily be supported in schools by en-
couraging teachers to use such instructional models as peer coaching and co-
teaching. A whole-day school model might be an option in creating opportuni-
ties for increasing collaboration (Pfeifer & Holtappels 2008). This study showed 
that intrinsic motivation can take teachers a long way but this does not mean 
that they do not need any resources for their learning. Also it has to be noted 
that this was a case study and that some teachers may have a lower motivation 
for informal learning. Some teachers need more support than others. 

Co-teaching is about learning and creating new practices and new think-
ing. Through the changes in teacher thinking and classroom practices that co-
teaching appears to bring, if it becomes more popular, it may generate new 
ways of thinking about teaching. Such a new kind of “teacherhood” (opettajuus) 
where sharing goes as deep as a teacher’s professional identity clearly has im-
plications for teacher education. The question is whether we, as teacher educa-
tors, wish to prepare future teachers for co-teaching as a practice that is much 
more than taking various roles in the classroom, or whether we continue to 
prepare them exclusively for the solo teaching as the basis for a teacher’s work. 
If these questions are taken up already during initial teacher training, new 
teachers will have better skills and preparedness for working collaboratively 
inside as well as outside the classrooms. Co-teaching is based on the assump-
tion that teachers need not be responsible on their own for pupils and their 
learning. As shown in this study, a sense of security and trust may encourage 
teachers to develop themselves professionally further by sharing knowledge 
and thus learning from each other and learning together.  

Inclusion does not mean that everything “special” is erased or ignored. 
Every teacher, like every pupil, is different, with different knowledge, needs, 
values and beliefs. Instead of discussing whether all classroom teachers are 
well-educated enough to teach all kinds of pupils, we should try to overcome 
some very practical obstacles to teacher collaboration. Student teachers need to 
learn, besides the formal knowledge of their particular field, something about 
the formal knowledge those in the other fields have. Acknowledging one’s 
unique strengths and weaknesses and knowing what the other teachers know, 
is a fruitful beginning for collaboration. In addition, student teachers need to be 
taught a culture of shared responsibility – nobody needs to be left to survive 
alone; one’s colleagues are there to help. More mentoring and peer coaching 
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programs might help not only newly qualified teachers but also all teachers in 
different stages of their career.  

Building a truly inclusive school system also requires discussion and ne-
gotiation about the purpose of basic education and the responsibilities of teach-
ers (Florian & Rouse 2010). This is the foundation of the work of teacher educa-
tors and school teachers. As long as scholars disagree about the goals and 
means of education, we will not achieve a consensus about what kind of teach-
ers we need and what to teach our pupils. Moreover, this conflict is reflected in 
the everyday practice of schools, and affects the education given there.  
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YHTEENVETO 

Inkluusiota kohti – luokanopettajien ammatillinen oppiminen yhteisopetukses-
sa 
 
Tutkimuksella oli kaksi tavoitetta, jotka kuvaavat eri tasoja opettajien työssä. 
Tutkimuksen tavoitteena oli ymmärtää, miten opettajat kokevat yhdessä opet-
tamisen ja millaista yhteisopetus on käytännön luokkatilanteissa. Toisaalta ta-
voitteena oli myös tutkia yhteisopetusta toteuttavien opettajien oppimista. Tut-
kimuksen taustalla on aiempien opettajien oppimista käsittelevien tutkimusten 
pirstaleisuus: opettajien oppimista tutkitaan harvoin kokonaisuutena ja pitkällä 
aikavälillä. Samoin yhteisopetuksen tutkimus on vielä varsin vähäistä, mutta 
opettajien yhteistyö näyttäisi olevan olennainen tekijä opettajien oppimisessa. 
Tässä tutkimuksessa yhdistettiin nämä kaksi tutkimusaluetta, opettajien oppi-
minen ja yhteisopetus työtapana ja oppimisen kontekstina. Kolmas tutkimusta 
ohjannut teoreettinen lähtökohta oli inklusiivisen kasvatuksen ideologia ja käy-
täntö. Tutkimusluokkani oppilaista kolmasosa oli erityisoppilaita, joten oli 
luontevaa tarkastella kokonaisuutta myös inklusiivisten silmälasien läpi -- yh-
distetäänhän yhteisopetus usein juuri inkluusioon, ja erityisopettajien ja yleis-
opetuksen opettajien yhteistyöhön.  

Tutkimuksen pääkäsitteet muodostuivat tutkijan, aineistojen ja kirjalli-
suuden välisessä vuoropuhelussa, johon tutkimuksen tekeminen kahden kielen 
(englanti ja suomi) välissä vaikutti varsin huomattavalla tavalla. Varsinaisen 
pääkäsitteen, opettajien opettamisen, ohella tarkastelin ilmiötä opettajien am-
matti-identiteetin, tiedon rakentamisen ja luokanhallinnan käsitteiden avulla. 
Tutkimus koostuu neljästä osatutkimuksessa, joissa olen keskittynyt kussakin 
yhteen palaan aineistoa yhden käsitteen kautta, ja tästä yhteenvedosta.  

 
Tutkimuksen pääkysymykset olivat: 

 
1. Miten opettajien yhteistyö ja yhteisopetus näkyivät opettajien ajattelussa? 
2. Miten opettajien yhteistyö ja yhteisopetus näkyivät luokassa? 
3. Mikä on yhteisopetuksen ja opettajien oppimisen välinen suhde?  
 

Menetelmällisesti tutkimuksessa sovelletaan etnografisen kenttätutkimuksen 
työtapoja ja narratiivista lähestymistapaa. Etnografialla viittaan melko perintei-
seen kenttätyöhön ja opettajien työn havainnoimiseen autenttisissa tilanteissa 
koululla. Havainnoin opettajia 71 päivänä, jotka jakautuivat kolmelle eri luku-
vuodelle. Kenttätyössä kirjoittamieni muistiinpanojen lisäksi aineistoon kuuluu 
viisi opettajien parihaastattelua. Käytännön luokkatilanteita käsittelevät osatut-
kimukset perustuvat pääasiallisesti havainnointiaineistoon, joka analysoitiin 
etnografisella sisällönanalyysillä. Opettajien kokemuksiin ja näkemyksiin kes-
kittyvät osatutkimukset perustuvat puolestaan haastatteluaineistoon, jota ana-
lysoitiin useilla narratiivisen tutkimuksen menetelmillä, mm. kokoamalla haas-
tattelukatkelmista yhtenäinen tarina. Erilaisia aineistoja ja analyysimenetelmiä 
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käyttämällä halusin korostaa opettajien oppimisprosessin kokonaisvaltaisuutta 
ja moniulotteisuutta, mutta myös syventää ymmärrystä yhteisopetuksen roolis-
ta opettajien oppimisessa. 

Tutkimus osoitti, että opettajien oppiminen koostuu hyvin monenlaisista 
tarinoista. Aineistossa toistui esimerkiksi tarina, jossa opettajat kertoivat luok-
kien yhdistämiseen johtaneesta prosessista ja siihen liittyneistä tekijöistä. Tari-
nassa olennaisessa osassa olivat opettajien oma asenne, myönteiset kokemukset 
aiemmasta yhteistyöstä, jossa he olivat tutustuneet toisiinsa; molempien tyyty-
mättömyys silloiseen työnkuvaansa, rehtorin kannustava tuki ja koko koulun 
yleinen hyväksyvä kulttuuri. Näiden tekijöiden vuorovaikutuksessa syntynyt 
opettajien päätös yhdistää luokkansa ja aloittaa yhdessä opettaminen oli yhden-
lainen oppimisprosessi ja alku heidän yhteiselle oppimiselleen. Yhteisyys ja ja-
kaminen olivatkin heidän oppimisensa tunnusomaisimpia piirteitä. Opettajat 
puhuivat työstään jatkuvasti me-muodossa, joka ulottui jopa tunteisiin. Tätä 
yhteisyyttä käsittelin jaettuna ammatti-identiteenä.  

Luokassa yhteisopetus näkyi monella tavalla. Opettajat halusivat luopua 
perinteisestä jaottelusta yleis- ja erityisopetukseen, ja he päättivät jakaa oppilaat 
ryhmiin oppimistyylien perusteella. Opettajat yhdistelivät näitä ryhmiä kaikilla 
mahdollisilla tavoilla, minkä lisäksi he korostivat, että luokka on yhtenäinen 
eikä koostu neljästä pienluokasta. Luokan yhtenäisyyttä korostettiin muun mu-
assa pitämällä iso osa tunneista koko luokan tunteita. Opettajien me-identiteetti 
näkyi luokassa myös roolien hyvin huomaamattomana jakamisen yhteisope-
tuksena pidettävillä tunneilla. Roolien ja työvastuun tasapuolinen jakaminen oli 
heille hyvin myönteinen kokemus, joka todennäköisesti edisti myös luokan hy-
vää ilmapiiriä ja vähensi yksittäisiin ongelmatilanteisiin kohdistuvaa huomiota 
ja stressiä. Työn jakaminen oli yksi yhteisopetukseen liittyvä asia, jonka opetta-
jat olivat oppineet. Toisaalta on huomionarvoista, etteivät opettajat kertaakaan 
maininneet eksplisiittisesti omaa oppimistaan.  

Tutkin myös opettajien varsinaista tiedon tuottamisen prosessia, joka pe-
rustui ideoiden jakamiselle kannustavassa ilmapiirissä ja hyvien ideoita jatko-
kehittelylle. Tämä luova vaihe oli osa oppimisprosessia, johon kuului myös 
opetuskokeilut luokassa. Ideoilla oli erilaisia alkuperiä eikä näillä alkuperillä 
näyttänyt olevan merkitystä oppimisen kannalta. Olennaista oli halukkuus ja 
innokkus jakaa kaikki ideat, joita opettajat alkoivat sitten työstää yhdessä. 
Avoimuus ja luottamus olivat jakamisen ja siitä veroavan luovuuden peruspila-
reita; tunne siitä, että toinen ei koskaan tyrmäisi mitään ideaa.  

Opettajien oppimisprosessi voidaan nähdä kolmena metanarratiivina, jot-
ka lävistävät koko tutkimuksen: ensinnäkin on kertomus opettajien ja heidän 
työympäristönsä vuorovaikutuksesta, ja miten opettajat pystyvät itse tiettyjen 
tekijöiden risteyksessä vaikuttamaan omaan työhönsä ja tekemään isojakin 
muutoksia parantaakseen omaan työhyvinvointiaan. Tarina on myös yksi esi-
merkki prosessista, joka saa opettajat rikkomaan perinteisen työnkuvan rajoja. 
Toinen metakertomus liittyy siihen, mitä ja miten opettajat oppivat. Erilaisten 
pedagogisten ratkaisujen lisäksi he oppivat myös yhteisopetusta ja työn jaka-
mista. Tämä jakaminen oli myös oppimisen väline. Erityistä opettajien oppimi-
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sessa olikin juuri tämä yhdistelmä: oppija olivat he yhdessä, ”me”, ja heidän 
keskenään jakamansa ideat, ja toisaalta oppimista oli se, kuinka he muun muas-
sa osasivat olla luontevasti luokassa yhdessä, kuin yhtenä ja silti erillisinä hen-
kilöinä.  

Tutkimuksen pitkähkö aikaperspektiivi sekä opettajien retrospektiiviset 
narratiivit mahdollisivat myös opettajien laajemman ammatillisen kehittymisen 
tarkastelun, joka muodostaa kolmannen metatarinan. Tämä osoitti, että opetta-
jien inkluusioajattelu oli kehittynyt vuosien saatossa, ja kehitys näkyi muutok-
sina luokkatyöskentelyssä. Jo alkuperäinen päätös yhdistää yleisopetuksen 
luokka ja pienluokka yhdeksi luokaksi, jossa oppilaat jaettiin ryhmiin oppimis-
tyylien mukaan erityisoppilaan statuksen sijaan, oli merkittävä. Tämä käynnisti 
yhteisen oppimisprosessin, joka kannusti opettajia luovuuteen työssä. Toisaalta 
oppimisprosessilla oli jälkikäteen tarkasteltuna koko ajan selkeä suunta inklu-
siivisemman luokan suuntaan: ensin pienluokan ja toisen luokan yhdistäminen 
ja oppilaiden erityis-statuksen häivyttäminen, sekä yksilöllisyyden ja yhteisyy-
den tasapainottelu alkaen oppimistyylien käytöstä ja edelleen yhteistoiminnal-
lisuuden vahvempaan korostamiseen luokassa.  

Tutkimuksen johtopäätöksenä esitän, että tiettyjen ehtojen vallitessa luo-
kanopettajat voivat luoda ja opettaa inklusiivista luokkaa. Tämä vaatii sitoutu-
mista työhön, halukkuutta työssäoppimiseen ja tukea. Yhteisopetus voi osal-
taan tukea opettajia tässä prosessissa ja tarjota hedelmällisen ympäristön opet-
tajien ammatilliselle kehittymiselle.  
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Abstract 
 
Through the concept of teacher identity, this paper examines in detail the factors in 
the process through which the two teachers under study changed from traditional 
teachers into co-teaching professionals. The interview data was analysed by 
thematic narrative analysis. The results showed that the teachers’ own attitudes, 
conflicts in their classrooms, and their experience of collaboration had created idea 
of co-teaching. This idea combined with a supportive school culture resulted in the 
final solution, a shared classroom. It can be concluded that when a certain kind of 
teacher identity is combined with supportive collegiality, it can lead teachers to find 
positive solutions to a stressful situation within their profession.  
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Introduction  
 
Teaching is a contradictory job. On the one hand, it is called the “art of teaching” 
(Highet, 1954) while on the other hand the essential elements of art, creativity and 
independency, are often absent in the everyday life of teachers. The teachers’ 
possibilities to decide about things inside and outside the classroom vary across 
countries (Helgøy & Homme, 2007; Locke, Vulliamy, Webb, & Hill, 2005; Webb et 
al., 2004). Teachers do not, however, merely adjust themselves to the prevailing 
working conditions but they also actively modify those conditions. To answer 
questions like why and how they do it requires teachers’ own perspectives on their 
work (Goodson & Numan, 2002). The concept of teacher identity provides the 
framework for this paper, which focuses on the process through which the teachers 
under study changed from being traditional teachers into co-teaching professionals.  
 
Teacher identity  
Teachers face various demands and pressures at work, and they make sense of 
themselves as teachers with their individual professional identities (Beijaard, 
Meijer, & Verloop, 2004). Teachers’ professional identities have succinctly been 
described as “the person within the professional” ( Day & Gu, 2010, 26). 
Kelchtermans (1993) identified five features of the professional identity: self-image, 
self-esteem, job motivation, task perception and future perspective. In short, a 
teacher identity is a social identity or identities (Woods & Jeffrey, 2002) built on 
one’s self-identity. Beijaard et al. (2004) completed the picture by suggesting that 
teacher identity is an on-going process of interpretation and re-interpretation of 
experiences, and it implies both person and context, and that teacher identity is not 
only a single uniform identity but instead it consists of several sub-identities (See 
also Beijaard, Verloop, & Vermunt, 2000). Moreover, active participation in one’s 
professional development is part of teacher identity.  

Thus, teachers do identity work in positioning themselves in relation to 
different contexts and other people and by negotiating different identities. Two 



 

things are noteworthy here. The first isthat one’s identities - multiple professional 
identities and self-identity or identities -are in constant interaction as the various 
identities affect one another. For example, teachers’ self-identities are crucial in 
teachers’ responses to change (Vulliamy, Kimonen, Nevalainen, & Webb, 1997). 
Zembylas (2003) drew also attention to the way that teachers’ emotions play a 
significant role in the construction of teachers’ professional identities, and described 
identity from a poststructuralist approach as “a dynamic process of intersubjective 
discourses, experiences, and emotions” (p. 221). The second thing is that a teacher’s 
agency is closely related to the way in which one negotiates his or her professional 
identity (Vähäsantanen, Hökkä, Eteläpelto, Rasku-Puttonen, & Littleton, 2008).  

Perhaps because of the complexity of the phenomenon as described above, 
teacher identity has been studied, among other methodologies, within the tradition 
of narrative research in various countries and working context. Watson (2006) 
conducted a case study of an experienced English language teacher in UK; 
Farnsworth (2010) interviewed four pre-service teachers, also in UK; Burns and Bell 
(2011) interviewed eight teachers working in vocational education and training 
colleges in Finland. Søreide (2006), in Norway, studied how five Norwegian 
teachers constructed their narrative identities during the interviews through their 
use of subject positions as narrative resources. Three the most prominent subject 
positions were teachers as concerned with their students’ well-being, as oriented 
towards cooperation with pupils, colleagues and parents, and as oriented and 
concerned with the social climate in class. Other often narrated positions included, 
for example, teaching as a demanding job and teachers as ones with dedication to 
the job.  

Despite the amount and variety of research, we know little about the 
professional identities of teachers who regularly co-teach together. I first got 
interested in the subject during my fieldwork at a primary school with four such 
teachers. I was collecting data on two of them, Matt and Lisa (pseudonyms), and, in 
different occasions, heard them repeating a story about how they had come to co-
teach. Four years earlier, they had combined their “special” and “general” 
education classes and been co-teaching ever since. The story was their version of 
how teacher identity is not stable but influenced by several factors in both teachers’ 
work and in their personal lives (Day, Kington, Stobart, & Sammons, 2006). Because 
of the essence of co-teaching – sharing everything that one teacher usually does 
alone – it may be assumed that such change would have influence on one’s 
professional identities, teacher narratives seem a suitable tool to examine the 
various features of their professional identity and the identity construction process. 
Moreover, having both teachers interviewed together adds a dimension to this 
study by providing the opportunity to identity negotiations to appear, not only 
within a teacher but between the two teachers.  

This paper builds on teacher narratives, but it also draws on a larger 
ethnographic project, and thus provides a good contextual perspective on the 
studied teachers working lives, as suggested by Beijaard and colleagues (2004). This 
paper approaches the two teachers’ narratives as identity negotiations between the 
teachers themselves and the context in which they work. The aim of this paper was 
to examine the factors that had led the teachers to initiate co-teaching. In particular, 



 

I wanted to answer the following two questions: Why did the teachers decide to 
amalgamate their classes, and what were the factors that made it possible for them 
to realise their plan?  Through the data excerpts I will illustrate how the teachers 
construct and negotiate their professional identities in different contexts. 
 
Finnish school system  
The Finnish school system is based on public schools. The state regulates schools 
mostly through national core curriculum and teacher qualifications: a Master’s 
degree in education is mandatory for primary school teachers. Most of the 
administrative power has been devolved to local authorities and schools. The latter 
are funded by local authorities and run by principals, and, therefore, the reality in a 
school depends on the local authority and the principal of the school. All in all, 
Finnish schools have remained a rather independent workplace for teachers. Thus, 
Finnish teachers have received higher scores in job control in job satisfaction than 
their European colleagues (Rasku & Kinnunen, 2003). No external accountability 
systems exist for elementary schools: there are no regular, national tests for pupils 
or evaluation of teachers, nor do teachers need to report to any authority. Yet, 
Finnish school system has been rated among the best (OECD, 2010a; OECD, 2010b). 
Teachers usually teach a class for the first two years of elementary school (ages 7 
and 8), or from the third until the sixth grade (ages 9-12), but sometimes teachers 
take their class all the way from the first to the sixth grade.  
 
 
Methods 
 
Context and participants  
The teachers were a male teacher around thirty years of age and a female teacher 
who was a few years older. Prior to co-teaching, the other teacher had had a general 
education class of 20 pupils. The other teacher had had a small special education 
class of 10 pupils. These pupils had special educational needs (SEN), such as 
behavioural and with learning problems. The teachers were teaching their pupils all 
the way through the elementary school, from the first until the sixth grade. Both 
had been working as teachers since they had graduated from teacher education 
approximately at the age of 24. They worked in a middle-sized primary school 
which was located in a growing suburban area of an average-sized city of 
population of approximately 90,000 inhabitants in Finland. The school employed 19 
classroom teachers and one special education teacher.  
 
Interviews and narratives 
This study is part of a larger ethnographic study on co-teaching (Rytivaara, 2011). I 
originally began studying classroom practices in the context of co-teaching in 
August 2003. The two teachers under study had decided, years earlier, by 
themselves, to start co-teaching together. Later, I became particularly interested in 
their accounts of the beginning of co-teaching. Ethnographic interviews suit well 
narrative analysis because of the many similarities. The narrative ideal of 
conducting several interviews with same persons (Riessman, 2008) was fulfilled in 



 

the present instance as my ethnographic research lasted for three and half years 
altogether, during which I spent 71 days at the school, and thus I became fairly well 
acquainted with the teachers. The last interview was made in March 2007. 
Furthermore, the call for detailed, expanded accounts of the topic in both 
ethnographic and narrative interviews is optimal for narratives occur (Riessman, 
2008). I and another researcher undertook five formal interviews with the teachers, 
which resulted in 137 pages of transcripts. Heikkinen (2002) calls narrative research 
“amoeba-like”. By that, he means that it has no clear boundaries or straightforward 
rules but, rather, narrative research is a loose concept for any research related to 
narratives. The concept of teachers’ narratives refers to “teachers’ stories of their 
own experiences” (Cortazzi, 1993, 15). My approach is a mixture of narrative 
analysis, which aims at a complete, chronologically proceeding story with a clear 
plot (Heikkinen, 2002), and thematic and structural analysis (Riessman, 2008). 
During the interviews, the teachers were asked ethnographic questions, such as 
“How did all this [co-teaching] begin?” Some of the questions were seasoned with 
“cultural ignorance” (Spradley, 1979). On those occasions, the teachers were asked 
to clarify certain details, for example, about the role of the principal in the process: 
“Was the principal involved, or how did it [happen]?” The ethnographic interviews 
differed from the narrative interviews in that the questions were semi-structured 
rather than open-ended. In practice, the teachers took my questions or comments as 
a hint, as an opening for a new narrative they created together. Riessman (2008) 
calls such process “collaborative conversational interaction”.  
 
Analysis 
Narrative approach raises questions like, is the story a narrative or is it composed of 
several narratives, and what are the boundaries of each narrative (Mishler, 1986). 
Determining the boundaries is very important because it is part of creating the 
narrative (Mishler, 1986; Riessman, 2008). According to Polkinghorne (1995), the 
plot is the nucleus of a narrative, which also helps us to define the narrative as 
whole. The story I was interested in occurred in two interviews, in the first and the 
last, of the total of five interviews with the teachers. The original story, as the 
teachers narrated it in the first interview, was rather easy to track because it formed 
a whole and was in chronological order. The story started two years prior to the co-
teaching experiment and ended with a description of the teachers’ feelings after the 
decision to amalgamate their classes. However, this main story included smaller 
narratives, and, in addition, I complemented it with several separate accounts from 
the same and a later interview. I then arranged all the accounts in chronological 
order. Some accounts were “parallel”, that is, they were told many times. 

The narrative was analysed thematically (Riessman, 2008) but respecting its 
nature as a story. Actual structural analysis, such as the classical model by Labov & 
Waletzky (1967, cited in Riessman, 2008), was not applied. There are, however, 
hints of structural analysis, as in the analysis of how the teachers talked about an 
issue or how the teachers co-constructed the narrative together. I first categorised 
the accounts as internal or external in relation to the teachers (Cortazzi, 1993; 
Plunkett, 2001), that is, whether the teachers were expressing feelings and suchlike, 
or whether they were talking about things independent of themselves. I also 



 

marked the parts where these internal and external accounts were in conflict. The 
internal category included the themes ´lack of motivation` and  ‘search for a 
solution´, and the external category the themes `heterogeneous group of students`, 
`principal` and `grade-level collaboration`. Themes were formed inductively. The 
teachers had written a book about their work and the story was much shorter there 
but the same story nevertheless. In this written story, the teachers mentioned 
exactly the same five factors as relevant in the process which resulted in a shared 
class. To maintain the anonymity of the teachers, their book is not cited in this 
paper. In the results section, the teachers’ narrative is presented, more or less 
chronologically, and along with an attempt to respect the process nature of their 
story rather than turning it into a list of separate elements. However, at this stage, 
the themes and the various components within them were further analysed in 
relation to the conceptual framework provided in the introduction of this paper in 
order to move the empirical evidence up to a more abstract level (see Miles & 
Huberman 1984).  
 
 
Findings 
 
The process which led the teachers into co-teaching has five main themes. The first 
theme, attitude, portrays the teachers’ personalities and their attitude towards their 
work. The next two themes, conflicts in the classroom and taste of collaboration, 
illuminate the background to the teachers’ working conditions at the time. The last 
two themes, idea and solution, describe the actual moment of the innovation and the 
factors related to it.  
 
Attitude 
Teachers’ professional identity is built upon their personalities (Day & Gu, 2010). 
Therefore, despite the preparation given in teacher education, teachers face 
different situations individually. Lisa described, based on her earlier job experience 
that she really liked “to decide about things”. Matt, in turn, talked about the need 
for renewal as a source for inspiring his teaching. Such accounts illuminate how 
both teachers had interpreted their experiences and translated them into a part of 
the professional identities. Together, they agreed on that people ought to tackle 
problems instead of continually complaining about the state of things.  
 
Matt  I think it depends a lot on how you think about the job. If you think this is the way  

it is and why can’t it be done differently, but it’s always just talking. If you don’t seize the 
day, say hey, I’m going to make changes in this job because it’s not enough to only 
complain. I think the real problem in changing things is that people keep complaining but 
they don’t do anything about it.  

Lisa  That [what you said] depends so much on the person because there are people whose 
attitude towards life in general is like “this sucks” but they are not ready to do anything 
about it.  

Matt Exactly. This same issue comes up with inclusive education and whether it can work; but 
the question to be asked is really how we can make it work. I think this applies in every 
issue that we shouldn’t think if only something can be done. Everything can be done if 
you only think of how.  

 



 

In this excerpt, the teachers construct an image of one’s personal characteristics, 
such as complaining but doing nothing about things, as part of one’s professional 
identity. At the same time, they distance themselves from such characteristics and 
describe their own view as an alternative option where means, solutions for 
difficult situations, are emphasised. This excerpt reflects a strong feeling of the two 
teachers as people who, when necessary, will “seize the day” and change things. 
The teachers construct a shared ideal of a good teacher, and they also construct a 
shared view of themselves as such persons with active and reflective hold of their 
work. This agreement made a difference in their collaboration.  
 
Lisa  But I also feel lucky that I happened to meet such a partner, it is not self-evident, I feel 

really grateful. It is a great factor in job satisfaction and motivation that I can just present 
an idea and the other person is never against it right away and never tells you “Well nooo 
I don’t do it” [laughing]. A lot depends on that. 

Matt  actually when you say that, neither of us never says ‘no’, no matter how silly the idea but 
none of us ever says no. That’s true; the other one says ‘yees’ 

Lisa  or ‘could it be done this way’ 
Matt  it is ‘yees’ and there it goes again, developing 
 
Lisa acknowledges that the harmonious collegiality they have is serendipity. She 
narrates this through a creating an image where not all other teachers would be 
suitable for her co-teaching pair, and existence of other teachers who would reject 
any new ideas. This prompts Matt to reflect on the moments of mutual idea-sharing 
and the respect with which they work together. This is a noteworthy excerpt in 
several ways. On one hand, the two teachers construct an encouraging atmosphere 
for expressing and sharing ideas which they can then develop further. This excerpt, 
on the other hand, is a very concrete example of their mutual negotiation. Through 
such negotiations – the content and the structure of them – they construct the 
atmosphere of their collaboration. Together, these two excerpts construct a setting 
where the two are alike but different from some other teachers.   
 
Conflicts in the classroom 
Teachers experience their interaction with pupils as one of the four primary 
environments that cause them burdening at work (Pyhältö, Pietarinen, & Salmela-
Aro, 2011). In this excerpt the contradictory feelings and positions the teachers have 
regarding their students come to the fore.  
 
Lisa  Also to give some background, I happened to have a pretty heterogeneous group in that 

ordinary class, incredibly talented persons and then also clearly special education 
students. Those two years with this class were quite tough. I kind of had a feeling that I’m 
spreading myself too thin.  

Matt  Yes, and my experiences about the small class were that they were a very heterogeneous 
group with many different diagnoses. The job in that class was very frustrating from time 
to time. It felt like, as a teacher, I wasn’t able to get to grips with it and fully enjoy it. 
There was also a feeling that the students don’t get everything if you are not fully 
enthusiastic about your work.  

Matt  because I kind of liked those students, and I still do, I mean, they are terribly nice these 
SEN students. It was a good group and I heard other teachers say it is a good group. But I 
wasn’t interested in the job description.  

 
Lisa wants to “give some background” to their decision to combine the classes by 
describing her students and how it felt working with that class, and Matt echoes her 



 

by agreeing. It is interesting how she moves the focus from “group” to “persons” 
and “students” and back to “class”; Matt goes from “class” and “group” to 
“students”, until in the latter section he gets from “students” back to the “group”. 
Moreover, the teachers narrate their negative feelings only towards a “class” 
instead of more individual “students”. In this excerpt the teachers share – with each 
other and with the interviewer – their previous situation in their classes. Both 
teachers construct a picture of themselves as teachers who care for their students 
but who, nevertheless, dare to express that as a teacher one has a right to enjoy 
one’s work and that, in the end, it is all for the good for the students.  

 In this excerpt the teachers narrate how the students are the centre of their 
work and thus, present how their relationship with the students is an important 
factor when they construct the image of themselves as teachers. An underlying 
assumption in a primary teacher’s work is that each teacher has a group of 
students, and that the group one gets is the group one handles. Also here, the 
teachers narrate one’s class as something that a teacher cannot affect on. The group 
one gets is something one “happened to have”.  
 
Taste of Collaboration  
The teachers described their grade-level team, four teachers, as their first meeting 
place. During the first two years, on their own initiative, the four teachers had tried 
flexible grouping with the students and divided them into four new groups for math 
lessons. In addition to this, and the other projects the team had had during those 
years, the two teachers had held their physical education lessons at the same time, 
and they had used this opportunity to work together. They also taught other subjects 
separately to each others’ students. The teachers talked positively about the team but 
particularly the teacher with the small class felt that the support given him by the 
team had been important for his self-efficacy. However, the math project was not to 
be continued the following year because of scheduling problems.       
 
Matt  how I had said during my education that I don’t want or will not teach first graders and 

definitely not SEN students (laughter). I found myself in a first grade SEN class this is 
how the destiny took a hand. But it was, at first, kind of a shock but then we had a good 
gang here. Our team of first grade teachers was working so well that, let’s say, I had been 
teaching for a week and I was like no worries, I can manage this. They were experienced 
first grade teachers who had been teaching first graders earlier. I got support from them. 
It didn’t feel that bad.  

 [ ]  
Lisa  that arrangement couldn’t go on because of scheduling issues problems and that, at that 

point, we began wondering, both had the kind of feeling that something had to be done. 
That this work isn’t meaningful if it goes on like this.  

 
Like Lisa in the excerpt in the previous section, Matt here presents himself as one 
who was been given a class of a type he particularly, as a teacher student, had 
considered as the most unwanted. His wording “I found myself in” and “how the 
destiny took a hand” could be interpreted as if he felt he should have known it 
coming. The unwillingness to teach in such a class was, perhaps, because he had 
not considered himself, as a teacher, as suitable for such a group. However, he had 
no choice and yet, he seemed to take it with open mind. Finally, supported by the 
other “experienced first grade teachers” he found that he was doing alright. It can 



 

be assumed that this was due to his interpretations of the situation – maybe even 
re-interpretation of experiences of teaching first-grade SEN students. The support 
from his colleagues played a significant role in this process. 

 Later Lisa emphasises the same issue – the role of the grade-level team. The 
necessity of re-organising the team was such a significant occasion for them both 
that their need for change became explicitly announced. This excerpt repeats their 
idea that they, as teachers, require that their work is “meaningful”. Somehow, this 
meaningfulness was related to the team. Maybe they would have changed 
something in any case, but the scheduling issues definitely were a turn in the 
process.     
 
Idea 
The teachers did not know where they had got the idea of putting their classes 
permanently together. Neither could they remember which of them had first 
spoken the idea aloud. Close collaboration, although not co-teaching, had earlier 
been practised by a pair of teachers at another grade level in the same school, and 
the teachers assumed this model could have been the source of their idea. They had 
already been talking about moving some students between their own classes, 
because the teachers had reached a point where they were convinced something 
had to be done. Exhausted by demanding groups of students, the teachers had 
decided to start co-teaching, “to do everything together”. The teachers entertained 
no doubts that they might be making a mistake. Matt described the expectations 
they had had for co-teaching that “it can’t get anything else but the same level and 
very probably much better”.  

 
Lisa  But the idea, it just came and I remember the feeling very well when we discussed it. I 

had probably half a day a feeling that terrible, I won’t have my own class anymore, at all. 
A teacher feeling that this is my group, I’m their teacher, and then I won’t have it, 
horrible. But it lasted for half a day and after that I haven’t had it anymore. And it is not, 
not at all, now one has the same that this is our class. It was exciting.  
[Both teachers tell about how they got used to working with another adult in the 
classroom when having an assistant.]  

Matt  I don’t know, I think I didn’t even experience such an agony of letting go. I was probably 
really relieved in that situation. 

Lisa Yes 
 
In general, the idea of being a teacher is based on the assumption that one has a 
class of students. This, experienced by Lisa as “teacher feeling”, is particularly the 
case in primary school level. Co-teaching, on the contrary, is based on sharing the 
students and sharing the role as the leader in the class. Therefore, decision to start 
co-teaching, to share one’s students, would assumingly require re-negotiation of 
one’s professional identity, and this was what Lisa was doing for, as narrated here, 
half a day. Nevertheless, even such a big change was rather easy to overcome for 
Lisa. Matt, for one, did not have any “agony of letting go”. This reflects how 
individual one’s teacher identity is, and thus how differently teachers react in 
factually similar situations. The memory of the moment when the teachers decided 
to combine their classes emphasises the difference of their experiences: Lisa 
remembers “very well”, and she especially remembers “the feeling” instead of the 
moment. Matt’s recall is more hesitant and he is unsure about what he felt then but 



 

he thinks it was more relief than “agony of letting go”. In short, the decision raised 
several identified and unidentified feelings from both teachers.  
 
Solution 
Skaalviik and Skaalviik (2009) have shown that teachers’ perceptions of the school 
context have an effect on teachers’ well-being. The excerpts have reflected the 
teachers’ self-confidence about their possibilities to implement new ideas into their 
work. However, they did not have limitless control over their job in whole. The 
school principal held the decision-making power in bigger issues, such as putting 
two classes permanently together. This revealed some boundaries of their work and 
thus, their professional identities. The principal was the gatekeeper at the school 
who set the limits for the teachers but fortunately, he was a very “supportive” and 
“collective person”, who encouraged teachers to express ideas and try new things.  
 
Int Well, when you had made the decision then what kind of support did you get from the 

others, the decision? Or did it require like approval from the principal first, or how was it 
received? 

Matt We did, we had to take it to the principal 
Lisa mmm 
Matt  take that decision, we don’t have the power to just by ourselves 
Lisa  mmm that’s right. But we’re lucky that we have a principal who encourages these kinds 

of things. So that in that phase any pha- [we] have had no problem ever. On the contrary, 
the support has been very strong by the principal 

 
After being asked about it, the teachers explain that their power as teachers is 
limited. However, they describe their principal as one who trusts their judgement 
and thus his permission usually is, like in this case, rather apparent. Lisa, talking 
for them both, feels they are “lucky” that their principal “encourages” and supports 
the teachers. Such trust was probably a factor that strengthened their professional 
identity in a way that the teachers may not have thought about earlier.    

 
Lisa But it’s exciting that now when we’ve written the book one wonders about the fact that 

we just started doing it. Once the idea was there it just started snowballing, everything 
related to it was resolved just like that. Astoundingly, it hasn’t even been a question of 
can we do this, can we, is it possible  

Matt our activities are often characterised by if we get an idea we implement it 
Lisa everything is possible 
Matt so we don’t question whether we can do this but are sure we can if we feel like it 
Lisa  yes 
Matt  maybe that describes the situation 
  [ ] 
Int Do you know where you get the feeling that you clearly have that we can do whatever 

we like [teachers laugh]. What makes it possible? 
 Lisa That we both have it 
Matt  A teacher can do things; there are not many things that stop you. Of course, it is much a 

question of the school culture we have a permissive culture here so that each flower can 
bloom as it is. Maybe it is, we don’t have to think or have any doubts that if we go to the 
principal to ask if we could, he would say that you can’t. Surely he’ll tell you ‘sure you 
can just as you wish’, so you don’t run up against a brick wall.  

 
Lisa begins the excerpt by narrating how their idea of co-teaching “just started 
snowballing”. Then she seems to realise what she just said and she continues by 
pondering the idea of their attitude. Matt joins her pondering and together, by 



 

adding to each other and by using “we”-form, they create a picture of themselves as 
a strong team who has no doubts about their possibilities to implement any idea 
they like. Lisa explains this explicitly by noting that sharing this sense of agency is 
critical to their possibilities as teachers.  

Although my purpose is not to make linguistic analysis here, it has to be noted 
that the teachers use “we” for the first time when they talk about the idea of co-
teaching. However, their use of “we” in this excerpt requires attention. In the first 
section, quite clearly, both teachers mean themselves, the two. However, in the last 
section, Matt either talks for the two of them, or “we” may refer to all the teachers 
at the school. Furthermore, whether all the teachers have the same feeling of the 
supportive principal or only the two of them, remains unclear. The trust, in any 
case, is not only the principal’s trust towards the teachers but also, at least as Matt 
sees it, a condition that creates safety among the teachers to be a creative 
professional. In short, the principal was the key person but only together with the 
staff, the school culture had become what it was.   

 The principal was clearly more of an educational or instructional than a 
bureaucratic leader (Engels, Hotton, Devos, Bouckenooghe, & Aelterman, 2008). He 
had held his position since the establishment of the school and thus, he had 
strongly influenced the atmosphere in the school. The principal seemed to have had 
some sort of professional learning community in mind in developing his school. In 
practice, by giving the teachers freedom the principal was trying to promote 
creativity and professional development of the staff. He was called “the spirit of the 
school” because, together with the staff, he had managed in creating a supportive 
working and learning environment for the teachers. This is reflected in the excerpt, 
where, while Matt notes the meaning of “the school culture” he thinks it does not 
set any restrictions to the teachers. The flower-metaphor can be interpreted as 
referring to their school as a place where individual teacher identities are approved 
and respected. 
 
 
Discussion 
 
This study explored teacher identity through the narratives of two classroom 
teachers who had started co-teaching together and thus, the co-teaching context 
was different from previous studies on teacher identity. I was interested in the 
process which had led the two teachers to change a very fundamental practice in 
their profession, teaching alone. The focus in the interviews shifted between talking 
about the students and talking about their collaboration and school culture 
including the role of the principal. In their accounts of this transition process, the 
teachers brought up several factors relating to their professional identity that was 
manifested as an ongoing negotiation between internal and external factors and 
also between the two teachers. Through these negotiations, the teachers formed a 
picture of their work with contradictory demands and challenges. These pictures 
support the previous studies (For example, Day et al., 2006), and add to earlier 
literature by describing how the individualistic characteristics and goals become 



 

part of a collaborative effort. The results offer several interesting themes for 
discussion; however, because of the limited space, only a few are highlighted here.  

The teachers’ experiences of their working context were that social control 
over their actions was low. In their study on teachers’ working environments, 
Vähäsantanen et al (2008) describe such organisation as one with weak social 
suggestion. The teachers in this study, however, had initiated their reform, if it can 
be called such, by themselves. The difference was that in Vähäsantanen’s study the 
teachers linked their strong autonomy with their possibilities to teach as they 
wished, rather than, as here, as a possibility for change. Nevertheless, teachers’ 
work is not only a matter of possibilities. Teachers’ individual agency, as part of 
teacher identity, becomes apparent in this process when some teachers take 
advantage of the professional autonomy they are provided with, whilst other 
teachers prefer leaving things as they are. This has, perhaps, to do with the 
teachers’ professional identity. The teachers constructed their professional identity 
in and through the narratives but additionally, at the same time they seemed to 
negotiate and construct a shared professional identity. This shared identity 
appeared to have a critical role in their professional lives as it had supported, and 
maybe encouraged, them to change one of the basic assumptions of teachers’ work 
by sharing the pupils and all the related everyday work. Moreover, the change had 
been apparently easy for them both.  

The teachers’ professional identities were rather alike and their narratives 
were characterised with agreement. Such consensus can have various 
consequences. If one starts to feel that critical opinions are not allowed, a truly open 
discussion, on which their successful collaboration is based on, may become 
impossible and result in a crisis not only in their mutual relationship but also at 
least in one teacher’s professional identity. To avoid such conflict, teachers need 
their individual teacher identities to be strong yet flexible. Otherwise, collaboration 
with colleagues can be more a burden for teachers (Webb et al., 2004) than a source 
of support and enjoy.  

School is a social system in which various factors, such as traditions and 
resources, mediate and moderate teachers’ working conditions, job satisfaction and 
their relative autonomy (Giles & Hargreaves, 2006; Skaalvik & Skaalvik, 2009; 
Vedder & O'dowd, 1999). In this case, as a counterweight for challenging student 
groups, the teachers had found collaboration as a crucial factor for their well-being. 
When that support seemed about to be abandoned in its current form, the two 
teachers began to consider other options. Now, after two years of collaboration, the 
teachers knew each other’s’ way of working, knew each other’s’ students well and 
felt that they were a good match. Both of them had been working with other adults 
in the classroom and thus, perhaps, co-teaching was not an unfamiliar situation. 
However, their reasons for co-teaching were more related to their personal than 
professional selves, as far as these two can be separated. All these factors and the 
teachers’ interpretations of their experiences had a significant contribution in their 
future plans, and thus, altogether, in their professional identities. Moreover, there 
were hints of collective identity among the teaching staff at the school.  

 In countries like Finland, where teacher education is very popular and 
highly selective (only 10% of applicants are accepted), teacher education serves as a 



 

societal mechanism which maintains the features traditionally linked to 
professionalism in this field (Helgøy & Homme, 2007). In this new environment, the 
role of principals and local school cultures becomes even more important in 
defining the limits of teachers’ professional autonomy, and thus their 
professionalism, especially in the case of minimal or the total lack of external 
accountability mechanisms. Leithwood, Harris and Hopkins (2008) have named 
four categories of effective leadership practices in their review: building a shared 
vision and setting directions, developing and understanding people, redesigning 
the organisation, and managing the teaching and learning programme. They note, 
however, that these core elements alone do not make anyone an effective leader but 
it is also essential how sensitive one is about the context where these practices are 
applied. Additionally, a good leader needs certain personal traits. Leadership is not 
only about actions, but teachers need trust in their capability to do their work well 
(Woods & Jeffrey, 2002). 

 As in all research, this study has its limitations. First, because the data were 
based on a case study of two teachers only, the results cannot be generalised across 
various contexts. However, with the detailed description of the participants and the 
data I have tried to fulfil the criterion of transferability, but further research is 
needed to verify the findings with a larger amount of data. Second, the personal 
lives of these two teachers were not present in their narratives for some reason, but 
in further research, this should be taken into consideration because of the effect of 
this domain on teachers’ professional identities. Third, the prolonged time I spent 
with the teachers could have influenced on my interpretations on the data. In effort 
of preventing this, I visited the school in periods, and analysed the data mostly off-
site. This gave necessary distance between the field and the data. Furthermore, a 
member check was done by giving this paper to the two teachers for comments. 
They both agreed with my interpretations.  

 Nevertheless, with these limitations in mind, it can be concluded that when a 
certain kind of teacher identity is combined with supportive collegiality, it can lead 
teachers in a stressful situation within their profession to find new solutions at 
work instead of retention. A probable reason for this is that teachers consider such 
self-initiated change positive, even when the origins of the change are in fact 
elsewhere, and this in turn is likely to improve their job satisfaction (Hargreaves, 
2004). This is important because teachers’ well-being is related to student learning. 
Professional autonomy provides teachers with trust, which is likely to encourage 
teachers to use their skills for the benefit of both themselves and their students.   

The results of this study suggest that in a co-teaching context the teachers may 
start constructing a shared professional identity. Furthermore, the shared identity 
can strengthen the teachers’ sense of professional autonomy, which in turn can 
enhance their job satisfaction and strengthen their professional identity in general. 
However, co-teaching is a demanding way to work. If we want to enhance 
collaboration and co-teaching at schools, these issues should be taken into account 
in teacher education, and school leaders need to be prepared for both encouraging 
and supporting collaboration. 
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a b s t r a c t

The study examined two primary teachers’ professional learning and joint knowledge construction in the
context of co-teaching. The teachers narrated their learning as a collaborative process with serendipitous
origins. Shared knowledge construction was crucial in the learning process, as was implementing the
resulting new ideas in practice. It is concluded that experiences of co-teaching may support teachers in
meeting their professional responsibilities effectively. Professional development programmes need to be
sensitive to teachers’ individual and collaborative learning experiences to be able better to support them
in the natural context of those experiences in particular local and national contexts.
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1. Introduction

In discussing the knowledge base of expert teaching in the mid-
1980s, Shulman (1987, 12) remarked that, unlike other professions,
teaching is “devoid of a history of practice. Practitioners simply
know a great deal that they have never even tried to articulate”.
Shulman concluded that further research efforts were needed to
gather and interpret teachers’ practical knowledge within a codi-
fied case literature. Since then considerable attention has been
given to the ways in which teachers’ beliefs, values and practice
relate to their practical knowledge e which is commonly seen to
combine experiential knowledge embedded in particular settings
with formal, explicit knowledge of school subjects and educational
processes in various national contexts (Lunenberg & Korthagen,
2009; Van Driel, Beijaard, & Verloop, 2001).

Teachers’ narratives of their practice and professional learning
emerge within the sociocultural interplay of wider educational
structures, cultures and politics. Pedagogical cultures and practices
can differ significantly between countries as well as more locally.
Alexander (2000) found in his comparative study of primary
education in five nations, that educational policy and practice can
be considerably influenced by the particular balance and dynamics
of centralisation, social control, national identity, wealth, and
historical change in each location, although individual national
systems are not entirely sealed off from each other or immune to
other ideas. Just as national systems may influence each other over
time allowing particular practices to migrate in translated forms
across borders, local levels of school and classroom practice may
also carry the power to innovate even within highly controlled
national systems. Alexander refers to the ‘regulatory power of
classroom discourse’ (p.562e3) through which meanings are
created by the participants, even within external top-down regu-
latory powers of government. This macro-micro perspective helps
to establish the network of influences on teachers’ professional
learning in more and less centralised educational systems.
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Teachers’ thinking need not be over-determined in any national
context, but the more decentralised systems which support
collaborative dialogue, innovation, and peer challenge may be
better placed to allow teachers to engage in deep forms of knowl-
edge construction within their practice. This view informs the case
study that follows and the discussion of its potential international
applications.

The educational culture and conditions of the Finnish system are
particularly relevant to understanding the teachers’ experiences in
the case study presented below, since Finnish teachers have rela-
tively high levels of professional autonomy in comparison with
many other Western school systems. The Finnish national context
allowed the primary school teachers in this case to work collabo-
ratively and innovatively at their own pace, unlike the opportuni-
ties that are generally available to most teachers in England for
instance (Webb et al., 2004). The dialogue between the co-teachers
in this study was found to be central to their professional learning,
and this is the focus of the detailed narrative analysis that follows.
The teachers’ collaboration was in turn echoed by the dialogue
between the two authors of this paper, who were involved in
interpreting what the teachers said from their own contrasting
perspectives on the Finnish and English educational systems.
Small-scale case studies that acknowledge the contextuality of
teachers’ work and their knowledge-construction process are
needed to gainmore information about the local applications of, for
example, world-wide aims relating to inclusive education (UNESCO
1994; UNESCO 2009).

Of particular interest in this paper are the narrative and collab-
orative aspects of teachers’ professional knowledge-building. Since
Kelchtermans’ (1993) classic study, teacher narratives have become
an acknowledged means to explore teachers’ contextualised prac-
tical knowledge (e.g. Clandinin & Connelly, 1996; Watson, 2006). In
this case study we focus on two experienced teachers’ individual
and joint accounts of co-teaching an inclusive class of young chil-
dren, after having innovatively combined their separate “general”
and “special” classes. The research questions are: How do the
teachers narrate their learning experiences and knowledge
construction? How do they narrate their collaboration? How do the
teachers see the relationship between their collaboration, their
knowledge construction and the development of their pedagogical
practice in an inclusive setting? The focus of analysis emerged from
an ethnographic and narrative inquiry that was carried in Finland
out over a period of three and half years. The teachers are seen to be
engaged in a distinctively cooperative learning process, which they
remember and elaborate in a series of joint interviews. The teachers’
practice of inclusive education is found to be closely integrated with
their own professional development, including the knowledge base
that they share and develop together.

2. Theoretical framework

2.1. Professional knowledge and inclusive education

At the heart of inclusive educational practice are classrooms in
which heterogeneous groups of students learn together and ach-
ieve valued success. In teaching such groups, it may be assumed
that certain types of specialist knowledge are important for sup-
porting children who would otherwise be identified with special
educational needs, even if it is accepted that basic teaching prin-
ciples and strategies are similar for all (Davis & Florian, 2004;
Kershner, 2007). Yet this is not just a matter of understanding
individual children’s capabilities and educational needs in order to
integrate themwith more “typical” others of the same age. In their
contribution to a review of primary education in England, Ainscow,
Conteh, Dyson, and Gallanaugh (2010) discussed the ways in which

educational difference itself is constructed in different contexts at
different points of time. As Slee (2011) argues, “inclusive school
cultures require fundamental changes in educational thinking
about children, curriculum, pedagogy and school organization”
(p.110).

For most teachers the immediate responsibilities for making
inclusion work are classroom-based. The sheer complexity of class-
room life calls for an integrated understanding of the relationship
between teachers’ changing awareness of classroom activity, the
increasingly conscious concepts and principles that are formed in
practice and the theoretical understandings that are produced from
a range of different sources (Korthagen, 2010). Professional learning
is not simply the superficial acquisition of further ideas, information
and skills neither it is a mere cognitive process. Deep professional
learning involves more fundamental and comprehensive trans-
formations. Marton and Booth (1997), for instance, outline six
conceptions of learning that move from seeing learning as primarily
increasing, memorising and applying one’s knowledge, to seeing
learning as primarily seeking meaning through understanding,
seeing something in a different way and, ultimately, changing as
a person. As seen in the co-teaching example discussed below,
teachers are uniquely placed in the education system to combine the
formal, generic knowledge of education with the practical and
personal knowledge emerging in day-to-day classroom experience.

In discussing inclusive pedagogy, Florian and Rouse (2010) apply
Shulman’s (2009, 192e193) conceptualisation of habit of mind,
habit of practice and habit of heart, pointing out the reciprocal
relations between teachers’ “knowing”, “doing” and “believing”.
They argue that all three elements are essential professional attri-
butes, and having at least two out of three is necessary for the third
to develop. Hence, for example, having a commitment to social
justice is insufficient if the necessary pedagogical skills are lacking;
and assessing children’s apparent learning differences is insuffi-
cient without positive attitudes to children’s active participation in
inclusive classrooms. Having a commitment to social justice and
relevant knowledge, however, may help to support the develop-
ment of inclusive pedagogical skills and positive attitudes. In this
paper our concern lies particularly with the collaborative aspects of
these reciprocal learning processes.

2.2. Socio-cultural perspectives on teachers’ professional learning
and development

Teachers’ professional learning is known to be based on active
learning, reflective thinking, and collective participation (Darling-
Hammond & Richardson, 2009; Desimone, 2009). This profes-
sional engagement is central to the processes of education which
can be understood and mapped as a dynamic socio-cultural system
(Bronfenbrenner, 2005). Within this system, activities range from
the many “micro” level interactions that take place between chil-
dren and adults to the ‘macro’ elements of social structures,
research, culture, politics and economics that support and
constrain educational thinking and practice over time. These have
direct and indirect influence on teacher learning and moreover, on
the experiences that define whether learning accumulates over
time into significant personal and professional transformation.
Conceptually, these transformational consequences of particular
learning experiences are considered here as professional develop-
ment, arising from the informal learning and knowledge-building
that is embedded in daily practice as well as from participation in
formal professional development (PD) programmes. The co-
teaching case example discussed in this paper exemplifies the
interconnections between these different learning experiences.

When teachers decide to work closely together, as in the co-
teaching discussed later, outcomes commonly include the
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creation of a new classroom set-up for the children’s learning, such
as particular forms of grouping and team teaching (Rytivaara,
2011). Yet there is also a significant new micro-system formed by
the collaborating teachers themselves, comprising their continuing
conversations, relationship and pedagogical practice within and
beyond the classroom. This draws attention to the dialogic aspects
of the professional learning process that incorporates the whole
teaching partnership as well as the team-teaching activity that is
visible in class.

The social and collaborative aspects of teachers’ professional
learning through reflection on practice are well recognised
(Harrison, Lawson, & Wortley, 2005; Park, Oliver, Johnson, Graham,
& Oppong, 2007). Individual and community levels of teacher
learning intertwine, so that teachers’ reflective thinking and
engagement in a supportive community with shared visions,
knowledge and commitment can be seen as central to the learning
process (Shulman & Shulman, 2004). Leat, Lofthouse, and Taverner
(2006, 668) found that supportive collaboration helps teachers to
build confidence that further enhances positive risk-taking at work.
They conclude that a “climate for change” in teachers’ working
contexts can have deep effects on many levels, including teachers’
beliefs and professional interactions. Richter, Kunter, Klusmann,
Lüdtke, and Baumert (2011) consider teacher collaboration and
the use of professional literature as informal learning opportuni-
ties. Other professional learning activities include experimenting,
considering one’s own practice, getting ideas from others, experi-
encing friction, and struggling not to revert to old ways (Bakkenes,
Vermunt, & Wubbels, 2010).

Yet, from a socio-cultural perspective on learning, many formal
PD programmes have two problems. The first is that they fail to
recognise that teacher learning is situated in particular contexts
and social in nature (Putnam & Borko, 2000), but not solely limited
to particular classroom experiences. Indeed, as Korthagen (2010,
102) points out, learning from practice depends on “desituating”
knowledge gained from particular situations and developing the
capacity to generalise learning and act in new situations in a prin-
cipled and informed way. For teachers, this can include the further
dissemination of knowledge to others in different contexts,
although, as discussed above, any permanent change in classroom
practices calls for teachers’ personal engagement in deep learning
with new ideas and materials (Marton & Booth, 1997).

The second problem relates to teachers themselves. Some show
reluctance to capitalise on a cooperative learning context to
support their efforts to experiment with new things in their
classroom, despite the fact that teachers working in such envi-
ronments have reported greater ease than other teachers in
maintaining newways (Bakkenes et al., 2010). Kwakman (2003), in
her study of Dutch secondary school teachers, found that teachers
preferred individual learning activities over activities with their
colleagues. She concludes that teachers’ weak tendency to partic-
ipate in cooperative learning activities in schools seemed to be
related to their personal characteristics rather than other
workplace-related factors. Another personal factor can be teachers’
own will to learn (Van Eekelen, Vermunt, & Boshuizen, 2006). We
may ask, therefore, whether it is possible to overcome such prob-
lems with the help of collaborative structures like co-teaching.

2.3. Co-teaching as a context for teacher learning

Co-teaching is, at least potentially, a genuinely peer-learning
relationship in which communication shifts between different
contexts within and beyond the classroom. All the features of
effective professional development, such as active learning and
links with the wider context of teacher’s work (Garet, Porter,
Desimone, Birman, & Yoon, 2001), are everyday matters in

successful co-teaching, and therefore it holds particular promise for
teacher learning (McDuffie, Mastropieri, & Scruggs, 2009; Trent
et al., 2003). Successful co-teaching calls for the active involve-
ment of both teachers in the task of instruction, and true sharing of
the work is seen to be essential. Sharing practical responsibility for
the classroom and the students brings together each teacher’s,
mostly tacit, practical knowledge. Tacit knowledge is difficult to
communicate to another teacher, but Cook and Friend (1995) highly
recommend co-teachers to discuss their beliefs about teaching,
classroom routines and discipline. This, ideally, makes it possible to
compromise and prevent difficult situations in and out of the
classroom. It is assumed that sharing such knowledge releases
teachers’ energy from explaining every detail in order to focus on
larger issues, and thus it offers unique cooperative learning
opportunities based on mutual understanding of the context.

In practice, however, many examples of co-teaching have been
found not to have these collaborative or productively creative
characteristics, perhaps because some models have a “top-down”
and imposed character. Problems may arise, for instance, regarding
the occasional inequality of experiences of the general and special
education teachers involved in co-teaching, conflict between
teaching styles, and structural and practical problems in setting up
useful planning and reflection meetings (Friend, Cook, Hurley-
Chamberlain, & Shamberger, 2010; Gurgur & Uzuner, 2011). Lack
of balance in participant roles has emerged as a general problem in
the recent studies on collaborative teacher learning in various
Western countries such as USA, Canada, Australia and the
Netherlands (Butler, Lauscher, Jarvis-Selinger, & Beckingham, 2004;
Erickson, Minnes Brandes, Mitchell, & Mitchell, 2005; Nilsson & van
Driel, 2010). Yet, there is evidence (Park et al., 2007) to suggest that
making one’s practical knowledge explicit might be easier with
peers, which further supports one’s learning and reflective thinking
(Putnam & Borko, 2000).

Nevertheless, co-teaching holds the possibility of “collaborative
emergence”, in Sawyer & DeZutter’s (2009, 82) terms, leading to
creative outcomes if those involved are aligned with the following
characteristics: unpredictable endpoints; contingency between
moment-to-moment contributions; the possibility that further
action will change previous interactional effects; and equal
participation in the collaborative encounter. From the perspective
of complexity theory, Johnsson and Boud (2010) also describe an
emergent process of learning constructed collectively through the
interactions of those involved in a workplace organisation. This is
particularly the case in groups with a supportive emotional atmo-
sphere and shared history on which to build (Eteläpelto & Lahti,
2008).

A particular tool that teachers use for professional learning is
talk. Fairbanks and LaGrone (2006) studied teacher talk in a teacher
research group with a focus on knowledge construction. Doecke,
Brown, and Loughran (2000, 343) used teacher narratives more
explicitly in their research, and they recognised that “[teacher] talk
is one of a range of reflective activities that constitute their
‘knowledge’ as teachers”, and that the teachers used talk to explore
various matters. Yet, again, the common ground for these teachers
is rather thin compared to teachers who constantly work together
both inside and outside the classroom. The focus on dialogue and
jointly constructed narrative in co-teaching is a distinctive aspect of
this study.

This case study examines how the two classroom teachers
working in a co-teaching context are involved in a process that we
look at as a learning process. This process is illustrated in the
narratives in and through which the teachers share their practical
knowledge and construct new knowledge together. Furthermore,
we are particularly interested in the inclusive aspects of the
pedagogical practices the teachers developed in this process.
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3. Methods

3.1. Participants and data collection

The framework for this study is the career path of two teachers,
Matt andLisa (pseudonyms)whobothhad approximately tenyears of
teaching experience. They work in a middle-sized primary school
located in a growing suburban area of an average-sized Finnish city
with a population of approximately 90,000 inhabitants. The school
employed 19 classroom teachers and one special education teacher at
the timeof thedata collection.Normallyeach teacherworkswith their
class of students all the way through the elementary phase, i.e. from
thefirst until the sixthgrade.UnlikemanyotherWestern countries, all
Finnish elementary school teachers have a Master’s Degree in
education and teacher education is highly competitive as only 10% of
the applicants are accepted. Teachers’ degree of autonomy is also
rather high in the absence of anyexternal accountabilitymechanisms.
There are therefore significant differences between this context and
the educational system in England, for example, where schools and
teachers are subject to extensive government guidance, regular
inspection and comparison in school ‘league tables’. Another partic-
ularityof theFinnish school system is that it is basedonpublic schools.

In spring 2000, Matt and Lisa decided to combine their classes.
This idea was realised the following autumn, and they have been
co-teaching ever since. Prior to co-teaching, Lisa taught a general
education class of 20 students, and Matt taught a small special
education class of 10 students. The students in the smaller class had
been identified with special educational needs, that is, with
behavioural and learning problems. Such integrated small classes
are a common way to organise special education in Finland. After
the data was collected, new legislation was established to make
special education more inclusive. However, the practical transition
is still in progress.

This study is a part of a larger ethnographic project (Hammersley
& Atkinson, 2007; Spradley, 1980) carried out by the first author. As
research always does, the project is full of stories. For example, the
whole project was started as a collaboration of two researchers of
which one left after the first year to work as a teacher. The first
author then continued alone with the co-researchers’ permission to
use all the data. The project findings comprise several independent
sub-studies (Rytivaara, 2011, in press, 2012) of which this is the last
one, written with a third researcher who did not participate in the
fieldwork. Thus, also this research has been a collaborative learning
process for the researchers involved, with various phases and turns.
This paper in particular has been a result of the first and the third
researchers’ joint knowledge construction process, drawing on their
contrasting locations in Finland and England.

The fieldwork was done in two academic years, 2003e2004
(grade 6) and 2004e2005 (grade 1), during which the first author
spent 71 days at the school observing Matt and Lisa working inside
and outside their classroom. The teachers were formally interviewed
(Spradley, 1979) for five times: two interviews were conducted with
the teachers in both academic years, and one interview outside the
fieldwork. The second researcher, Ilona,made the twofirst interviews
and preliminary analysis on them in 2003e2004. These interviews
were conducted to get a more detailed picture of the co-teaching
system and to understand it from the teachers’ perspectives. In the
following year, 2004e2005, the first author made two more inter-
views (November 2004 and May 2005). The last interview was con-
ducted outside the fieldwork periods, inMarch 2007 (grade 3). These
three last interviewsconductedby thefirst authorhad two focuses: to
provide an update and to clarify issues that were raised in the data
analysis between the fieldwork periods. In general, the aim of the
interviews was to understand the teachers’ work and their devel-
oping thinking over a period of time. The ethnographic fieldwork,

involving an extended period of time spent with the teachers,
provided a firm basis for interpreting the data from narrative and
socio-cultural perspectives. Furthermore, the first author became
rather well acquainted with the teachers and consequently the
narrative ideal of conducting several interviews with same persons
(Riessman, 2008) was fulfilled. The interviews were transcribed
verbatim and resulted in 137 pages of transcripts.

3.2. Data analysis

The analysis presented below can be conceptualised as a mixture
of analysis of narratives and narrative analysis (Polkinghorne, 1995),
and it included several phases. In narrative inquiry, defining what
constitutes a narrative is often challenging as a narrative per se may
in fact be a collection of discrete stories (Riessman, 2008). In this
paper, the teachers’ stories are independent of each other but they
also form a larger chronological narrative. The starting point for the
narrative analysis was taken from the final interview (March 2007)
where the teachers reflected on their professional development and
cooperative learning from the beginning of their co-teaching up until
the moment of the interview (see excerpt Section 4.4). This main
story set the timeline for further analysis. Through thematic analysis
(Riessman, 2008) we identified a number of turns, or “waves”, as the
teachers called them, in this story. These became the outline
(Polkinghorne, 1995) for creating a larger narrative.

Having identified the outline, wewent back to the transcriptions
of all five interviews and selected accounts which added to the
main narrative. The evolving idea was to collect stories where the
teachers narrated events related to inventing new ideas and
changing their practice. We found one parallel narrative and four
additional sections in two interviews, the first (conducted in
October 2003) and the last one (conducted in March 2007). The
main topics of the narratives presented below relate to specific
turns or “waves” as follows: starting co-teaching and creating new
ideas (see Section 4.1), introducing “learning styles” in classroom
management (see Section 4.2), knowledge-sharing about cooper-
ative learning pedagogy (see Section 4.3), and pondering collabo-
ration as a source of job satisfaction (see Section 4.4). The
denouement was the latest innovation the teachers had done in
their classroom and their related deliberation over whether it
would be their last: “I have also had some doubts that this would
not be the last the last wave in our work” (Matt; see Section 4.4).

The origin of the career turns, as well as the original main story,
were subjected to a more detailed analysis as they seemed to
provide fruitful data for our emerging focus on the processes of the
teachers’ knowledge construction.We applied analysis of narratives
(Polkinghorne, 1995), where the origins were treated as parallel
stories. These origin stories were multi-layered and thus we ana-
lysed them from various perspectives in order to detach ourselves
from the text and to search for a broader perspective, as Riessman
(2008) suggests. When analysing narratives, both what is said and
how it is said are important. Thus, after examining the content
through thematic analysis, we also applied structural analysis
(Riessman, 2008) and elements of socio-cultural discourse analysis
(Mercer, 2004) to investigate how the teachers told their stories.
Here, we looked for how the teachers produced the content of their
narratives; such as how they used metaphor(s) and who was the
agent of actions (e.g. use of “I” and “we”). Metaphors have been
a focus of interest in several studies of teacher learning (Connelly,
Clandinin, & He, 1997; Leavy, McSorley, & Boté, 2007) because, for
one, they can reveal tacit information in narratives (Steger, 2007).
They also provide for several interpretations about the meaning of
the metaphor, and even more so when, like in this study,
researchers are from two different cultural contexts.We also looked
at the temporality of the narratives (Clandinin, Pushor, & Orr, 2007).
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3.3. Transcription and translation issues

The interviews, conducted in Finnish, were transcribed
verbatim by the interviewer. Each word, whole or partial, was
written down, as well as audible emotional expressions such as
laughter. Exclamations and overheated sentences were marked
with ‘!’. Non-verbal gestures were not included. Stressed words
was shown in italics.

Translations require careful attention in narrative inquiry
(Riessman, 2008). For example, the Finnish metaphor of “throwing
an idea into the air” has slightly different form in English. If
a related meaning such as “brainstorming” is translated then
essential information would be lost. This is particularly the case
when, as in this paper, the metaphor is central to the analysis and
interpretation. The different options for interpretation and trans-
lation were discussed between the two authors as a part of the
analytical discussions. Below, an example is given of a final extract
from the original Finnish data and the corresponding translation
into English. The extract is taken from the narrative “origin of
combining the classes” presented in the first findings Section (4.1).

1 Lisa mutta ne teki jonkun verran
2 Matt jotain juttuja nimenomaan kahen välistä yhteistyötä.

Ett oisko se lähtenyt niinku siitä elämään se ajatus että
tehään jotain yhessä ja sitten siitä toinen heittänyt ett
tehään joo ett tehään tää sitten ehkä jossain vaiheessa
toinen on tajunnut heittää ett no miks me tehään
jotain yksittäisiä juttuja ett tehään kaikki yhessä
(nauravat)

3
4
5
6
7
8

1 Lisa but they did some amount
2 Matt some things specifically collaboration between the

two. That could it have departed/ left into life from
there the idea to do something together and then the
other one [of us] has thrown that let’s do yes let’s do
this then at some point the other one has come to
realise to throw that well why are we doing some
separate/ single things but let’s do everything together
[both laugh]

3
4
5
6
7
8
9

4. Findings

The following section is structured around extracts from four
narratives. These specific excerpts were chosen because, together,
they illustrate well the different characteristics of the teachers’
learning process as well as key points in their learning experience.
Three of these narratives are about the origins of the teachers’ career
turns, where the first turn was the decision to combine the two
classes, the second was to use learning styles in classroom
management, and the third was the shift from learning styles
towards cooperative learning. The fourth excerpt is from the original
main story where the teachers look back across “the span” of their
professional development. The original interview questions are
presented to provide some context for the responses (Mishler,1986).

4.1. Excerpt 1: origin of combining the classes (March 2007)

1 Anna Then comes a question that I’ve been pondering long
and hard without any answer: Where did you come
up with the idea of combining the classes? You
invented it but where did you get the idea of the
possibility of combining two classes?

2
3
4
5
6 Lisa We don’t know
7 Matt This is
8 Lisa for us

9 Matt we have tried to [do] the same, to the book to find it
but no, we have written there that we really can‘t find
the we can’t get the situation to (our) mind (recall),
where the concrete situation where it happened and
who exactly did

10
11
12
13
14 Lisa or I remember where it happened. It happened right

there in that corridor when the idea was thrown into
the air. That I remember

15
16
17 Matt A-wing corridor?
18 Lisa right
19 Matt there between the toilets and your classroom
20 Lisa yes
21 Matt yes it did, now you say it there it happened
22 Lisa yes it did
23 Matt yes
24 Lisa but that I don’t that where it came from
25 Matt yes, yes
26 Lisa and that where, which one said it, that I can’t recall
27 Matt neither can I, from the conversation the feeling of

enthusiasm is the first thing I can recall after the idea
had flown into the air from somewhere

28
29
30 Lisa yes but it is that
31 Matt but I had no previous experience from elsewhere or

knowledge/ information from somewhere else [that
somebody] had been doing like this [combining
classes]

32
33
34
35 Lisa neither had I ever thought about, afterwards has been

such (information) that even big classes have been
able to do together

36
37
38 Matt yes

(12 lines about the teachers’ agency deleted)

51 Matt [ ] And now I’m thinking that what could have been
there in thebackground,whathavebeen,wherehas the
idea departed from and then do you remember Tom
andMarywere one grade higher and they had separate
classes yes but they had common (they shared)

52
53
54
55
56 Lisa they did some amount
57 Matt some things specifically collaboration between the

two. That could it have come into life (derived from)
there the idea to do something together and then the
other one of us has thrown that let‘s do yes let’s do this
then at some point the other one has come to realise to
throw that well why would do some separate/ single
things but let’s do everything together [laughter]

58
59
60
61
62
63
64 Lisa something like that happened there

In this section the teachers are talking about the origin of their
idea to combine the two classes. The extract shows how the
teachers are jointly constructing their memory in response to the
interviewer’s initial question. At the beginning of the narrative, the
teachers agree that they do not remember the origin of the idea of
combining their classes. As is very typical of their narratives, and
of other everyday conversations, they use the pronoun “we” (lines
6e11). Matt introduces the book they have been writing as
a stimulus for this recall (lines 9e13). There is a turn in the
narrative when Lisa suddenly corrects what seems to be a collec-
tive memory and says she actually remembers the place where
they invented the idea which was “thrown into the air” (line 15) e
a phrase which is later echoed by Matt (lines 29 and 58e62). With
this narrative turn, Lisa takes the narrative forward, with a refer-
ence backwards in time to an early stage in their collaborative
activity. This initiates shared recall of a shared experience during
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which they confirm each other’s increasingly explicit memory of
the event in question.

In the end of the first section of this excerpt, both teachers refer
to their lack of previous knowledge regarding co-teaching (lines
31e35) and thus to their common starting point. Lisa also refers to
the new awareness (lines 35e37) that they have achieved after
they started co-teaching, implying that collaboration itself has
made them to see things that may previously have gone unno-
ticed. They do not initially attempt to pin down the specific origins
of their idea to combine their classes. They leave it open at first,
with Matt referring to the possible influences of “the conversa-
tion”, “the feeling of enthusiasm”, the “previous experience” or
“knowledge/information from somewhere else” (lines 27e28,
31e32). The continuing interview conversation prompts Matt to
return to pondering the origin of the idea, after Lisa’s short
reflection (not included in the above excerpt) on the possibility of
accomplishing any ideas they might have. Matt finally locates the
source in the collaboration they have seen at school between other
two teachers, and he invites Lisa to join in remembering (line 53).
She adds to his narrative and in the end she confirms his memory
(lines 56 and 64).

The origin of the idea of combining the classes is narrated as
a common construction in which both teachers had an equal
role. They may genuinely not remember who invented the idea
first or another possibility is that one, or both, remembers but
for some reason does not say it aloud. Yet, they are able
explicitly to re-construct the process of inventing the idea as an
exploratory dialogue. The narrative illustrates in a very concrete
way the situated nature of the memory shared and recon-
structed by the teachers during the interview. Together they
created something e an idea of co-teaching e that neither of
them had ever thought about individually, and they are now re-
creating this moment in their discussion seven years later.
Furthermore, the book the teachers were writing is not only
a reason to recall the memory but also a repository of their
shared experiences and memories, and a tool for sharing their
knowledge with a wider audience.

The narrative has three types of actors: an individual teacher,
“we” and the idea. The idea has a life on its own: at first, it has
been thrown into the air but as the narrative proceeds, the idea
becomes independent of the teachers and active. It “comes”,
“flies” and “departs”, and “comes into life”. The metaphor of the
throwing of the idea into the air is repeated in several narra-
tives and in two research interviews. The air can be seen as
a space between the teachers, and when an idea (which in fact
is something one says aloud) flies through it, the other teacher
can take it from there and start developing it. Thus the meta-
phor of the idea in the air illustrates the process of knowledge
sharing through talk, which further enables shared knowledge
construction.

4.2. Excerpt 2: origin of learning styles (October 2003)

1 Lisa At least I have had all the time kind of great enthusiasm
about it and I don‘t know, somehow excitingly it has
happened that the enthusiasm has not faded but on
the contrary it has increased. I don’t know if you have
experienced

2
3
4
5
6 Matt I have
7 Lisa the same that excitingly they have clicked into place

we have these learning styles in grouping that I just
happened to attend in [a city] a course on learning
styles [short laughter] at some point in that spring

8
9
10
11 Int mmm

12 Lisa and then when we had talked already about this that
we would combine these [classes], then I don‘t
remember did it come in the spring or if it didn’t come
until autumn that this would be an incredible thing
this that we will divide [the students] like this

13
14
15
16
17 Matt it may be that it was only in the autumn when we met
18 Lisa yes

(Next the teachers talk about the time frame of inventing the
learning styles)

This narrative presents how the teachers came to the solution of
using learning styles as the basis of their new shared class after the
implementation of co-teaching. Lisa is clearly the main narrator
here. She starts by describing her positive feelings about their
collaboration and asks Matt to join her. However, after his brief
utterance of agreement she continues her story. She narrates the
story as if it started by accident: “I just happened to attend” (lines
8e9) but returns to the use of “we” right after that. Matt’s two
contributions in this narrative are supportive. First, he answers
Lisa’s “I don’t know if” (line 4) and second, he gives his guess for
Lisa’s “I don’t remember [ ] if” (lines 13e14). It is noteworthy that
this happens only after Lisa returns to their shared discourse (lines
12e16), as if it is only now that Matt becomes a more active
participant in the story.

This is a rare narrative because here Lisa identifies the concrete
origin of an idea in herself rather than maintaining the shared
discourse of “we-ness”. Possibly, a course as a highly concrete
source of ideas is easier to remember or express, when compared to
the more abstract source in the previous narrative.

4.3. Excerpt 3: origin of cooperative learning pedagogy (March 2007)

1 Anna How has this (academic) year been, what do you
think?2

3 []
4 Matt and then somehow funnily we were at the same time,

I was reading the book on pair work and she was
reading the inclusion book and it was a Monday when
(laughing) [on Mondays, the teachers have their
planning session after school]

5
6
7
8
9 Lisa You should have been here that Monday! (laughing)
10 Matt when we came here, nearly attacked each other

immediately when we met, that hey I‘ve been
reading this book and now full of orange notes, both
a book in hand explaining now I’ve got this this way
we have to, both were speaking at the same time and
then we decided to switch the books and discuss
afterwards and then we read the books and they
included many things in common (teachers are
laughing all the time) and then we spent all January
fussing about this if you can say that

11
12
13
14
15
16
17
18
19
20 Lisa didn’t [do] anything with the book [the teachers were

writing their own book at the time]21
22 Matt not at all
23 Lisa we just read these things and everything
24 Matt and then we started to brainstorm the science period

that we just had, we spent several weeks on
developing systems. It was really fun

25
26
27 Lisa mm
28 Matt really
29 Lisa and very nice
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30 Matt that’s been the thing to remember about this year
about teaching which has increased our motivation
a lot

31
32

This third origin of the idea is books. Both teachers have read
a book, each teacher a different one, and when they discover that
they have two books to discuss, they decide to switch books (line
15). The teachers seem to want to have the same information
which they can then discuss and explore, thus putting the indi-
vidual knowledge of each on the same footing before brain-
storming. In the dialogue, however, the teachers only talk
explicitly about the enjoyment and motivation of this process
(lines 26, 29 and 30e32), perhaps highlighting the benefits of the
social relationship that supported their knowledge-sharing and
cooperative learning. The main actor in this narrative is “we”, from
the start until the last mention of ‘our motivation’. Both points
where a singular personal pronoun (lines 5 and 11) is used refer to
the teachers as equal actors; in the latter, “I’ve”, the specific
teacher cannot be named at all.

Time has several functions in this narrative. The story is
addressed to Anna, who “should have been there thatMonday” (line
9). This reference probably relates to Mondays that are set aside for
teachers’weekly afternoon planning sessions, and Anna knows this.
Also the source of an idea has several temporal dimensions. On the
one hand, the teachers describe in detail the exact moment where
the process started; on the other hand, the “fussing” (line 19) lasted
thewhole of January and outstripped their on-going book project. It
is interesting that Matt explicitly emphasises how the teachers had
been reading the books “at the same time”, and how they spoke “at
the same time” (lines 4 and 14) and how the books “included many
things in common” (line 17). This is also different from the other
narratives in that the actual event was temporally so close to the
interview, only two months earlier.

This narrative is clearly stated as shared through several means.
First, the idea apparently originated in the individual self-directed
learning of each teacher, although we may question how entirely
“self-directed” it actually is when two individuals are doing the
same thingwhich, although unbeknownst to each other at the time,
is closely related to their on-going collaborative practice. Second,
the teachers show willingness to share the ideas that they have,
individually and independently of each other, received from a book.
Third, the narrative forms a picture of the two teachers as very
close, thinking and acting almost as one person. Also, the posi-
tioning of Anna as an audience might be interpreted as showing
that the teachers are on one side, together, with Anna as on the
other side. Even the written form of this narrative is able to reflect
some of the shared enthusiasm displayed by the original, tape-
recorded, story with its different vocal effects and outbursts of
laughter. The teachers complement each other and construct
a narrative of their shared experience together, reflecting their
close relationship and enjoyment in interaction.

4.4. Excerpt 4: retrospective reflection of the professional
development process (March 2007)

1 Lisa Then on the other hand at some point (stage), at first
we divided them according to their learning styles but
we didn’t fuss much about it either

2
3
4 Matt no
5 Lisa the learning styles didn’t come, as a slightly bigger

topic, until later that this is a good thing!6
7 Matt kind of got into the topic hey we could get more out

of this8

9 Lisa then it went into that direction and then and then
clearly now going in this kind of inclusive and
collaborative direction, we separated the learning
styles there and they work here very functionally and

10
11
12
13 Matt they
14 Lisa and the value, it is not the major issue but now the

major issue is how we do things collaboratively in this
class. That it is exciting the whole span

15
16
17 Matt and then, what is the next thing, can‘t know if it ends

here. I don’t think so18
19 Lisa little
20 Matt I have also had some doubts that this is not the last the

last wave in our work, but let‘s say that this kind of
bigger breaker wave comes rarely and now it was this
collaboration the big wave of many years this January.
But it wouldn’t have come either we would not have
drifted into the sources of it if we didn’t write this
book. So we have to thank that

21
22
23
24
25
26
27 Lisa yes
28 Matt that we‘ve been in it, surely we wouldn’t have
29 Lisa at least not yet
30 Matt no
31 Lisa it could have come at some point
32 Matt yes
33 Lisa had I been thinking about buying the book anyway, no,

it came after writing the book34

In this narrative the teachers assess the pedagogical turns in
their career. Looking back, they see their professional development
as something that has direction (lines 9e11). They see their newest
turn, “inclusive education and cooperative direction” (lines 10e11),
as a separate and different direction from the learning styles that
they are continuing to use because they “work here very func-
tionally” (line 12), but which are no longer ‘the major issue’ (line
14). The teachers describe their career and development with the
metaphors of a “span” with “stages” and “waves” (lines 16, 1 and
21e23, respectively). However, Matt describes the book writing
process as “drifting into the sources” (line 25) of the cooperative
learning idea instead of an active seeking for a new innovation.
Nevertheless, the teachers do not mention the first career turn, the
beginning of their co-teaching, which is surely the most significant
of all, if only because it was also the origin of all their later turns. It is
also noteworthy how the teachers, literally, only talk about
collaboration although in practice, they implement the principles of
cooperative learning (Putnam, 1998) in the classroom.

The origin of the cooperative learning idea was found in books.
On the one hand, the teachers were involved in a process of writing
a book about their work, which certainly had made them think
about and evaluate their career and collaboration. On the other
hand, as a part of that process, they were interested in reading
books, which then resulted in finding new content knowledge on
which to build in the classroom. Books can be interpreted as
external sources of information; however, the interactive process
that involved the two teachers, books and collaboration, was a sit-
uated learning process. The question of the origin of the idea is,
however, more complex. Matt narrates the story as if it were
a coincidence, yet he also recognises the interaction between
writing a book, reading books and finding new ideas.

The teachers describe how they have come up with new ideas,
tried them out in the classroom and only later realised the meaning
and value of each in the context of their professional development.
In their content, these turns reflect a change in their beliefs about
students. No matter how flexible the grouping is (Rytivaara, 2011),
the principles of learning styles means labelling individual students
in terms of their preferences or needs, whereas the discourse in
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cooperative learning marks a shift towards the processes involved
in students of all kinds learning together. Unlike learning styles, the
principles of cooperative learning acknowledge students’ indi-
vidual differences as learners but these are not the focus of diag-
nosis and prescriptive teaching.

Time is an essential feature in this narrative extract, which
includes different concepts of time. The temporality of this narra-
tive lies in the way the teachers use metaphors. “Span” has
a starting point and an ending point, and its highest point is in the
middle. Lisa, after explaining how their development has gone in
several directions, seems to indicate conclusion by talking about
“the whole span” as if it was finished. Matt, however continues by
starting to think about the future prospects of their professional
development and Lisa joins in, stating how they expect to have new
waves later. Time may proceed in stages, but it is nevertheless
linear, whereas waves, if they accumulate enough smaller activities,
may turn into another category, “bigger breaker waves” (line 22).
Furthermore, waves refer to a flowing movement and include the
possibility of floating on them and thus, represent a cyclic concept
of time.

5. Discussion

Although teacher collaboration has been acknowledged as
important in the teacher learning and professional development
literature, co-teaching has rarely been studied with a focus on the
processes of teacher learning and shared knowledge construction,
as was done in this study. The present findings about co-teaching
are interesting in several respects that we offer for discussion
from the aspects of professional knowledge, inclusive education
and teacher learning.

We found that the co-teaching and collaboration did not merely
form the context for Matt and Lisa’s individual learning. Their
narratives about learning and professional development present
a picture of how the two teachers act and work together more or
less as one, as ‘we’. At first theywere two; after sharing their classes
they became “we”. Individual expression was given only to feelings
and even these they eventually shared. The teachers even consider
that they have a shared motivation. This “we-ness” has further
implications when thinking about, for example, a teacher’s unique
practical knowledge and the distribution of such knowledge
between teachers. Collaboration is a means for the co-construction
of further knowledge as well as serving as a shared repository for
current memories and shared knowledge. Thus, in a collaborative
context, teachers would have more knowledge to apply in practice
thanwhenworking alone. This emphasis on the strengths of each is
also a principle of inclusive education for children and teachers: not
everybody needs to know everything if learning is shared. Recalling
the habits of mind, practice and heart discussed earlier (Shulman,
2009) initial teacher education would ideally provide teachers
with more effective collaboration skills as well as encouraging an
open attitude towards sharing knowledge. It would be interesting
in the future to examine this process in more and less individual-
istic national cultures to understand the processes by which
collaboration skills may be learnt and practised by teachers.
Furthermore, such studies can illustrate the role teachers’ cultural
backgrounds play in collaboration. An example of this is the study
where American and Japanese teachers collaborated on lesson
studies in American context (Fernandez, Cannon, & Chokshi, 2003).
Without wanting to underestimate the role of the individual factors
in teacher learning, we suggest that the distinctive experiences of
co-teaching are likely to support many teachers in meeting their
professional responsibilities effectively.

Little (1993) has criticised the training model of teachers’
professional development. By this she is referring, among other

things, to a mechanical view of teaching and to learning activities
outside the teacher’s actual working context in the school and
classroom. Such a model is particularly inadequate in preparing
teachers for the challenges of inclusive education because it
decontextualizes teacher thinking from the dialogues and activities
that comprise inclusive practice over time. This case study suggests
that co-teaching might provide a safe and fruitful environment for
teachers to find their own solutions inworkingwith heterogeneous
student groups, but one has to keep inmind the highly autonomous
working environment where the teachers collaborated. This study
was conducted in Finlandwhere, compared for example to USA and
England, teachers have relatively strong professional autonomy,
a low level of political interference and no accountability mecha-
nisms (Itkonen & Jahnukainen, 2007; Webb et al., 2004). More
highly controlled school systems provide teachers with different
kind of contexts for developing the range of pedagogical and
instructional practices available for professional choice. Matt and
Lisa narrated all the origins of their current practice as unexpected.
Whether they really were serendipitous (Plunkett, 2001) or not, is
another question; it is enough that the teachers considered them
such. Nevertheless, collaboration was an essential context for the
ideas to become more than mere ideas e when one teacher has
come up with an idea, the other teacher can ‘catch’ it and this
originates a new practice. This process where two teachers create
and share experiences which they can then later use forms a basis
for their further knowledge construction. Through its imple-
mentation the original idea becomes a shared experience which
can be examined, discussed and developed further.

Trainee and qualified teachers could be encouraged towards the
practice of creativity in schools. This paper reflects not only the
wide freedom and relative autonomy that teachers can draw on in
their school context, but above all their willingness to seize on new
ideas and develop them further. Teacher creativity is easily
understood as something that is done inside the classroom (e.g.
Sawyer, 2011), but it can and should extend beyond day-to-day
classroom practice. The learning processes presented here reflect
two levels of collaborative emergence (Sawyer & DeZutter, 2009):
on the first level were Matt and Lisa’s immediate pedagogical
innovations. What was particularly interesting was the way the
individual origins of ideas were obscured in the process of joint
meaning making and knowledge construction. This, on the one
hand, requires rather strong feeling of equality and trust so that
both feel active participants in the collaborative process. On the
other hand, it probably maintains and even strengthens the
collaborative nature of the on-going dialogue and learning.
Furthermore, whatever the origin, the ideas were never used
exactly as received, but as starting points for developing the ideas
further. Each final idea was tried out in the classroom. These
experiments formed the second level, which was the long-term
process of professional development that seemed to lead the
teachers deeper into inclusive thinking. Even if teachers learn, it
seems difficult to change one’s classroom practice (Bakkenes et al.,
2010). Unlike many PD programmes, the changes in Matt and Lisa’s
classroom practice were not only an outcome of their learning but
also part of their learning process. It has to be noted, however, that
the teachers not once talked explicitly about their learning or
professional development. This, as well as the emotional dimension
of learning that they narrated, is consistent with the findings of
a previous study of teachers’ informal learning in Scotland
(McNally, Blake, & Reid, 2009).

The narratives analysed in this paper illustrate several temporal
processes. In the first three (4.1e4.3), the teachers narrate how
their major career turns have materialised, and in the fourth they
reflect on their professional development in general. Altogether,
this forms a circle of development starting from seeing the
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collaboration of another pair of teachers. The development
involved the contribution of their individual knowledge to their
strong sense of collaboration with shared knowledge and, further,
shared knowledge construction. The full “span” extends to writing
a book that shares their knowledge and experiences with others.
Time gives a wider perspective to the narratives: the interviews are
located within a timeline of 3.5 years. By telling these small
narratives, the teachers construct a larger story of their professional
development since they began co-teaching.

This study adds to earlier work carried out in Europe (Bakkenes
et al., 2010; Leat et al., 2006) by presenting in more detail a process
in which two teachers felt confident about sharing ideas and
experimenting in the classroom. The findings foreground the
temporal dimension of teachers’ changing knowledge and practice:
seemingly small events and experimentation can be significant
steps towards a bigger change in a teacher’s thinking, beliefs and
practicee steps in their professional development. PD programmes
need to be sensitive to teachers’ individual learning experiences
and learning processes and their complex nature, to be able to
support them better in the context of those experiences and
processes. This study showed that if teachers are provided with
adequate time for collaboration outside their classroom, it may
have enormous effect on their professional development.

The findings support the evidence that teachers learn from each
other through reflection, adding to previous research conducted in
Europe and USA (Harrison et al., 2005; Park et al., 2007). However,
reflection on particular incidents of practice was not the only
means for Matt and Lisa’s learning. Another means was the way
their uptake of formal and informal learning opportunities was
intermingled in practice and in their on-going dialogue. It is
complex process that cannot be reduced to any single event. In this
paper, we traced the origins of each pedagogical “wave”, but these
were mere starting points for a longer journey into sharing and
creating knowledge through experimenting with new ideas in
practice and reflection. The diverse origins of teacher learning do
not seem to matter overall; more relevant is the will to learn and
that this will emerges in a supportive environment, such as the co-
teaching context in this study. Such professional development
originates with teachers, but in a school context where they have
professional autonomy, responsibility and opportunities to inno-
vate. It is important to acknowledge that the contextual factors
which in part define each teacher’s working conditions vary greatly
from one country to another, and even between teachers within
schools (Talbert & McLaughlin, 1994). In acknowledging the unique
context co-teaching always provides for learning, we can see that
the learning experiences will also be unique for each teacher.
However the dialogic processes of reading teachers’ rich narrative
accounts of their learning allow others to draw comparisons with
their own experiences and contribute in this way to understanding
teaching as a profession in all its variety of practice.

Some of the strengths of this study relate to its nature as
a detailed case study of one pair of teachers in its societal context,
but there are associated limitations to be tackled. To fulfil the
criteria of transferability, we have described the research process
and the research context in detail. Co-teaching pairs in any context
involve individual teachers with certain personal preferences (e.g.,
will to learn, commitment to teaching and to collaboration, one’s
personal strengths and weaknesses). Also the work context of
teachers varies across schools and across countries as discussed
above. Several years have passed since the original data were
collected. From the socio-cultural perspective, this means that the
teachers’ working environment has changed. They have, for
example, a newgroup of students and a new principal. Yet, research
is always bound in certain time and place; a snapshot of the people
under study. Thus, the conditions that prevailed during the

fieldwork, no longer exist but then the conditions for teacher
learning are always unique. The time passing since the early
interviews has allowed a longer perspective on interpreting the
teachers’ narratives of learning, including what now appear as
significant turns and actions. The member check was done by
giving the two teachers the manuscript to read in December 2011.
They agreed on the findings and our interpretations by saying that
they recognise themselves in the descriptions.

6. Final conclusions

The origins of the new ideas in the co-teaching case discussed in
this paper are interesting in their variety, but the actual examples
identified may not be that important for others; more significant is
the process in which the teachers collaborated in developing their
ideas and trying them out in the classroom. The national context in
which this study was conducted matters, as for all studies, but the
study also reveals some more general level findings that can be
relevant to teachers, teacher educators and researchers in other
contexts as well. Experimenting is seen to be an essential part of the
learning process but not necessarily the final product, so teachers
clearly need time for their learning. Further, whereas co-teaching
can provide a supportive environment for this deep professional
learning, teachers also need adequate level of autonomy and trust
to take full advantage. We may conclude that when the circum-
stances are right, teachers’ professional development can be
effectively grounded in teachers’ everyday actions in schools, sup-
ported by opportunities and encouragement for teachers to incor-
porate other sources of information and ideas into their dialogue
and collaborative activity.

Teacher learning, professional development and inclusion are all
long-term processes. Therefore short-term programmes and
teacher studies are often not enough to transform practice. As this
case study of one pair of teachers demonstrates, more long-term
research is needed to understand the individual and collaborative
processes of teachers’ professional development in a holistic
manner. Furthermore, more studies from different countries,
including those from outside the Western world and those with
different levels of policy centralisation and collaborative social
cultures, are needed to understand how the various national and
local contexts comprise part of teachers’ learning environments.
Compilation of similar case studies could provide a platform for
planning interventions and bringing about significant educational
change (Zeichner, 2007).
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ABSTRACT 

This article concerns issues of classroom management in heterogeneous classrooms. 
Although the research on the field of learning styles has yielded mixed results, there 
is call for information about how they could be used to individualise instruction 
especially in primary schools. This article is part of an ethnographic study aiming to 
examine teacher collaboration in a primary school and it draws strongly on field 
notes and on interviews with teachers. The intention was to discover how the two 
teachers in the studied classroom categorised pupils according to the learning styles 
model that they had invented, and how the resulting groups were used for the 
purposes of classroom management. The study revealed that, first, learning styles 
seem to work as a grouping method, and second, that flexible grouping can diminish 
problematic situations traditionally related to heterogeneous classrooms.  
 
 

INTRODUCTION 

Classroom management is a cornerstone of classroom pedagogy. Classroom 
management focuses on all the actions teachers take in organising their classes. 
Quite a few definitions have been offered (Lemlech, 1988; Evertson & Weinstein, 
2006), all of which assume that two aspects, a social aspect and an academic one, are 
always present in classroom life. This means that teachers should take into 
consideration both the academic and the social skills of learners when managing 
their classrooms.    
 Traditionally, the academic abilities of learners have been the basis of their 
categorisation: school systems have been selective with respect to who has been 
considered eligible for education. Education practices have long been based on 
special need, and labelling. In European educational context, however, cultural 
background of pupils has not been a significant issue unlike in the USA, where 
minority pupils have been highly overrepresented in special education programs 
over the decades (Artiles & Trent, 1994; Hops & Reschly, 2004). In the 1960s, 
however, serious doubts began to be raised about the rationale for separate special 
education (eg. Dunn, 1968) and this debate has continued ever since (e.g. Fuchs & 
Fuchs, 1995; Mastropieri & Scruggs, 1997; Espin, Deno & Albayrak-Kaymak, 1998; 
Powell, 2009; Zigmond, Kloo & Volonino, 2009). In their review on distinctive 
pedagogies based on discreet categories of educational needs, Norwich and Lewis 
(2001) came to the conclusion that such pedagogies may not even exist. Rather, they 
suggest that if special educational needs (SEN) are seen as a continuum of abilities 
instead of distinct categories, the different approaches to teaching should also form 
an equivalent continuum.  
 Learners differ in many ways, not only in their academic abilities. Individuality 
of learners has yielded a research field with various concepts such as learning styles, 
cognitive styles and learning preferences. Origins in the United States, the topic has 
raised interest also in Europe, mostly in the UK (Riding & Rayner, 1997; Sadler-
Smith, 2001). Nevertheless, individual styles are most often used in higher education 



 

and therefore, research in a primary classroom is in short supply. The few studies 
conducted in elementary schools have tended to concentrate on special groups such 
as pupils with learning disabilities or gifted pupils (Yong & McIntyre, 1992; Exley, 
2003; Rayneri, Gerber & Wiley, 2006). Although research in the field of learning 
styles has yielded mixed results (see Romanelli, Bird & Ryan, 2009), it is not doubted 
that individual differences in learning exist (Riding & Sadler-Smith 1997; Smith, 
2002). However, the issue of whether or not learning styles are an appropriate means 
to individualize classroom instruction has also been raised (Landrum & McDuffie 
2010).  
 Much of the criticism towards learning styles is due to the conceptual 
incoherence. There is pile of literature which tries to clarify the content of each 
concept (Rayner, 2007; Rayner & Riding, 1997; Sadler-Smith, 2001). Shortly, cognitive 
style refers to dimensions of wholist-analytic and verbal-imager, while learning style 
includes also instructional preferences. Furthermore, by the concept of learning style, 
researchers often refer to a certain model of learning styles, such as Kolb’s Learning 
Style Inventory, LSI-model (for example, Sadler-Smith, 2001). This naturally has 
caused methodological problems in concept validity because there are several 
models on learning styles (see, for example, Smith, 2002; Cassidy, 2004). The research 
has, however, been noticed among many interest groups. The most important effect 
of the research that has been conducted on the issue of learning styles has been the 
increased awareness of teachers of the individuality of learners. Eighty percent of the 
K-12 teachers in the US (Snider and Roehl, 2007) considered learning styles an 
important matter in classroom instruction. A second positive outcome has been 
heightened interest in matching learning styles with teaching styles (Doyle & Barry, 
1984; Hyman & Rosoff, 1984; Vaughn & Baker, 2001).  
 However, conscious of the criticism about the conceptual and methodological 
issues, Rayner (2007) calls for research about how “learning styles” are used in 
classrooms and how they could be used for individualised instruction. In Finland, 
learning styles have been officially acknowledged in the core curriculum for 
elementary schools (Finnish National Board of Education, 2004, 18) which requires 
teachers to take into consideration the different learning styles of learners, among 
other individual differences such as gender and background. In Europe, the term 
“heterogeneous” has referred mostly to academic diversity in classrooms due to 
small, or in countries like Finland, nearly minimal cultural differences among pupils. 
The ideal of inclusive education is making classrooms even more heterogeneous 
academically and socially when more pupils with SEN are educated in ordinary 
classrooms, and this is the context of this paper. Yet, the situation is changing in 
other aspects of heterogeneity as well. In addition to pupils with SEN, teachers face a 
growing number of pupils with multicultural backgrounds in their classrooms. This 
increasing diversity among pupils means new challenges for classroom management, 
and hence a new context for research also in the field of learning styles. For teachers, 
classroom management is not only the implementation of plans made in advance. 
Rather, it often appears as sudden changes in plans as well as improvisation during 
the school days. Akin-Little, Little and Laniti (2007) divide teachers’ classroom 
management into proactive and reactive strategies. Proactive strategies are 



 

preventive in nature whereas reactive strategies aim at dealing with acute situations 
in the classroom.  
 The purpose of my paper was to examine proactive classroom management 
strategies in an academically and socially heterogeneous primary school classroom 
in which learning styles were used for the purpose of flexible grouping. The 
methodology of this study is an exception to most of the studies on classroom 
management, which have been conducted in traditional one-teacher settings with 
quantitative methods (eg. Beaman & Wheldall, 2000; Akin-Little, Little & Laniti, 2007; 
Clunies-Ross, Little & Kienhuis, 2008). This study required a holistic perspective, 
and therefore I chose an ethnographic approach (Spradley, 1980, 79; Hammersley & 
Atkinson, 2007, 3). It would have been nearly impossible map the “orchestration of 
classroom life”, as Lemlech (1988) calls classroom management, in the studied class 
without any observation (see also Woods 1986, 62).  

ETHNOGRAPHIC RESEARCH IN A HETEROGENEOUS 
CLASSROOM 

The study was conducted in a middle-sized primary school which was located in a 
growing suburban area of an average-sized city of population of approximately 
90,000 inhabitants in Finland. The school employed 19 classroom teachers and one 
special education teacher in the school. The context of my study was a combined 
classroom taught by two primary school classroom teachers who had amalgamated 
their classes three years prior to this study. The teachers were a female teacher 
around forty years of age and a male teacher a few years younger. The first class was 
a general education class of 20 pupils. The second class was a small special education 
class of 10 pupils. These pupils had special educational needs, such as behavioural 
and with learning problems. A positive effect of combining of the two classes was 
that the teachers also had two classrooms and, because of the special education class, 
they had a permanent assistant. The teachers, as usual in Finland, were taking their 
classes through primary school, that is, from the first until the sixth grade. The 
combined classroom model with shared resources, such as extra lessons for teaching 
smaller groups of both classes, provided an environment for investigating how the 
teachers used these resources for classroom management.  
 I collected the study data in authentic classroom situations for 71 days over 
three school years (grades 6, 1 and 3). The first fieldwork period was for two months 
and comprising 33 schooldays. At the time, the teachers had a sixth-grade class. 
During this period of general observation, it became obvious that learning styles 
were the basis of the system. Groups were utilised in almost all the action in the 
classroom. The fieldwork was continued the following year in August when the 
teachers acquired a new class of first-graders. The focus then was on how the pupils 
were assessed regarding their learning style. The data collection was completed with 
an additional interview two and half years later, in the spring of year three. The data 
was mainly collected by observing and interviewing the teachers. My role in the 
school can best be described by the term moderate participation (Spradley, 1980) 
although during the lessons I was a passive observer. The data consisted of 334 



 

pages of observation notes and 137 pages of interview transcripts. The data mainly 
used for this paper were corridor conversations and observation of lessons as 
described in my field notes, interviews and documents such as timetables.  
 Primarily, this study was a pragmatic case study of a classroom conducted 
within a general ethnographic framework (Hargreaves, 1986; Woods, 1986). The data 
were analysed with ethnographic content analysis. According to Tesch (1990, 72-73), 
the aim of ethnographic content analysis is to identify the specific elements. Spradley 
(1980) calls these elements domains. His system of analysis which I also used 
comprises three stages: domain analysis, taxonomic analysis and componential 
analysis. After the domain analysis, I took the domain “pupil grouping” for 
taxonomic analysis. Taxonomic analysis yielded two classroom groups: permanent 
and temporary study groups. Furthermore, permanent study groups divided into 
ten different small groups of various sizes and the whole-class group (see Table I). 
Finally, componential analysis was done on the learning style groups. This identified 
the qualities and meanings of groups were identified as well as the discrepancies 
between the groups.  The citations in this paper are from the data. They have been 
translated from the original Finnish. In the interview citations, teachers are referred 
to as T1 and T2 to protect their identities, and the author by the initials AR. The 
pupils in the field notes citations have been given pseudonyms. In the following 
results section, before describing the grouping system in detail, I will first introduce 
the pedagogic model used by the teachers. 

THE RESULTS 

The pedagogic model 

The pedagogic model under study, given the name ‘Pilot’ by the teachers, had been 
developed some years prior to this study in response to a growing lack of interest 
felt by the teachers towards their work. At that time, they both worked in the 
traditional way, that is, one teacher in one classroom. ‘[The class] was a good gang’, 
as the one of the teachers said, ‘but I was not interested in the job as it is usually 
described’. So, the teachers still wanted to teach but they aspired to organize their 
work differently. Due to an idea in spring, the two teachers arranged to combine 
their classes, then in the third grade, the following August, after the summer break. 
The model they proposed to use for classroom management in their new combined 
classroom focused on collaborative teaching and flexible grouping. For grouping 
criterion, they had decided to use “learning styles”. This was due to that one of the 
teachers had been on a course on learning styles and at the time of combining their 
classes, they felt that learning styles was a positive way to express the individuality 
of their pupils. Later, they were satisfied with their solution and saw no reason to 
question learning styles as a good and fair way to categorize pupils. The interviews 
were characterized by this kind of discourse of equality.  
 

T1  I don’t know, it felt very good right from the beginning so we didn’t start thinking 
other options. After all, it is a quite positive starting point for a SEN pupil to find 
his/ her way of learning well. So it just felt so good that I suppose there was no 
need to think of doing anything else. And still isn’t. (Grade 6) 



 

 
T1  the idea was that the SEN pupils needed to be divided among all the groups or in 

other words, so that they don’t become a special group [ ] that this would still be the 
starting point 

T2  yes I don’t think it would ever be an option to have the general education and 
special education on their own 

T1  no 
T2  their own groups 
T1  this was clear from the start and that’s why these [groups] came to exist because by 

using learning styles we can divide them up from the same start line (Grade 3) 
 
The learning style model the teachers used for classroom management in the 
classroom observed in my study was a mixture of Dunn and Dunn’s Learning Style 
Inventory (Dunn, Griggs, Olson, Beasley & Gorman, 1995) and of Fleming’s VARK 
model (2001). The idea of the Dunn model is that a learner deals with environmental, 
emotional, sociological, physical and psychological stimuli, and processes these in 
the classroom, either simultaneously or successively. Environmental factors refer to 
sound, light and temperature conditions of the learning environment, and to 
physical design of the classroom. For example, some pupil like working in a noisy 
environment, some demand complete silence. Emotional dimension is related to a 
pupil’s motivation, persistence, responsibility and to how much structure she or he 
needs to learn best. Sociological factors tell if a pupil prefers to work alone or in pairs, 
whether she or he likes to work in a team and how adult-dependent a pupil is. 
Physical preferences determine how strongly a pupil’s physical needs, such as need 
for snacks or need to move, affect on learning. Psychological dimension of the model 
concerns about pupil’s cognitive style and information processing, whether a pupil 
is more holistic or analytic, impulsive or reflective.  
 The approach to the learning process of VARK-model, on the other hand, is 
rather different. This model is named after four channels through which we process 
information, each of which refers to a person’s preference concerning his/ her way 
of gathering information. The model posits a visual, an aural, a read/write and a 
kinaesthetic channel. The both models, Dunn and VARK, have been combined by 
Prashnig (2004). Her book was also the basis for the Pilot model by the teachers. The 
diagnosis in both of the models, VARK and Dunn & Dunn, is based on self-
questionnaires. Underlying both of these models is the assumption that learning 
styles are based on personal characteristics and therefore, an individual’s learning 
style remains the same across the years. This assumption, combined with the fact 
that the criteria for grouping the pupils were permanent, meant that the colour 
groups were fixed.  

The colour groups 

The teachers had divided their pupils into four groups according to their ‘learning 
styles’ and had given the groups the names of colours. The number of groups had 
been limited to four because of the weekly timetable; four was easy to handle with 
two teachers. All the pupils were identified by their group colour, not only the ones 
with an individual education plan. The class was organised around these ‘colour 
groups’; even when they were not expressly needed. The colours, however, were not 
only a way to structure the class but a way to see and understand the pupils and 



 

other people in general. This meant that the teachers used colours not only to group 
pupils but to talk about people. Thus, referring to the colours became what a fellow 
teacher once called the ‘secret language’ of the two teachers. The teachers frequently 
made references to pupils through colours when they described classroom actions to 
me or to visitors. Also my own colour was evaluated on several occasions. If the 
teachers had had doubts about my colour earlier, they were soon resolved during a 
preparation hour. I had been given the task of cutting a sticker sheet into pieces with 
five stickers each. One of the teachers asked me after some time what was taking me 
so long and I told him I was still planning how best to cut the stickers. He said, 
laughing: ‘You are SO red!’ I had asked about his colour earlier and knew he was red, 
too. The Pilot model as described by the teachers is presented in figure 1. 
 
 
 

 
 
 
 
 
 
 
 
FIGURE 1  The learning style qualities of the colour groups.  
 
 
‘Red pupils’ were described as competitive and auditory learners. They liked to know 
things well in advance. Red pupils were analytic and they liked to do things in order. 
‘Blue pupils’ were talkative and preferred to study in a relaxed style: a little here and 
there, not necessarily quietly at their desks. ‘Green pupils’ were much the same, 
spatial learners, but unlike the blue pupils, the green ones did not get much work 
done while talking and moving around. Green pupils were very dependent on 
adults so the assistant often followed them. ‘Yellow pupils’ loved peace and quiet. 
They preferred to take their time and, whenever possible, work in a separate space.  
 When in August their first-graders started school, the teachers immediately 
began to identify the learning styles of their new pupils. The two teachers did not 
use any particular inventories to test the pupils. The pupils were assigned to the four 
colour groups according to the teachers’ ‘knowledge about the pupils’. This knowledge 
was to be acquired during the first few weeks of the academic year in which the 

RED                         BLUE 
Analytic                     Fast 
Auditory               Likes to discuss things 
Demands challenges  Kinesthetic 
Likes to ponder things    
 
 
 
YELLOW                             GREEN 
Demands silence                Demands concreteness 
Visual                                  Holistic 
Calm                                   Kinesthetic 
Processes information  
slowly     



 

teachers carefully observed the pupils in order to find out their preferences in 
working and playing, for example, whether a pupil liked to work in silence or if 
s/he was more comfortable with a noisy learning environment or whether s/he had 
problems in sitting still. The teachers had planned special assignments for the pupils 
so they could observe the pupils for this purpose. They had also sent the parents 
questionnaires to obtain the parents’ views as well. The assessment process had to be 
limited to a couple of weeks because that was the longest time the teachers could 
work without colour groups. Those groups were the basis of their teaching model. 
The categorisation, however, was not absolute but the dimensions were sometimes 
overlapping.  
 

T2  and on the other hand the groups are not strict in the sense that they contain pupils 
who are not purely red or purely blue. Such pupils exist in the groups but then there 
are also pupils close to some other group so that the pupils who are not purely red 
but orange 

T1  purple and orange (Grade 6) 
 
Not all pupils were purely of one colour only. This meant that the classification 
system was not exclusive in that a person could have qualities belonging to more 
than one colour. The second teacher described herself as ‘mostly blue but because I 
am a bit slow from time to time, I have a sprinkling of yellow, as well’. When it came 
to the pupils, on these and some other occasions, compromises had to be made. For 
example, a boy who was somewhere between the yellow and red was put into red 
group because he was ‘a mathematician’ and was ‘doing nicely there’. Another example 
was a girl whose best friend was blue so she was also put into blue group because 
she was also ‘doing nicely there and the blue group would otherwise have been too small’.  
 The ‘colour groups’ were used as a tool to individualise learning and a means for 
classroom management. Each pupil had three lessons every week with his/ her own 
colour group only. The subjects of these lessons were Finnish, maths and English, 
one lesson in each subject. Pupils had eight lessons with the most similar colour 
(blue with red; yellow with green) and three with the opposite colour group (blue 
with yellow; red with green). All the pupils were taught as a single group for six 
lessons a week. One of the adults was always present in a lesson and the assistant 
most often followed the green pupils. The use of groups and adults is presented in 
table I below. 
 
 
Group composition Number of 

adults in the 
class 

Number of 
weekly 
lessons first/ 
sixth grade

Subjects

Single colour group 1-2 3/ 3 Finnish, maths, English 
Two similar colours  1-2 8/ 6 Finnish, maths, religion 
Two opposite colours 1-2 3/ 3 Music, art
Whole class or  
mixed-colour  

3 6/ 13 Physical education, science, 
history, crafts 

 
TABLE 1 The weekly lesson plan.  
 



 

The nature of the single-colour lessons varied widely between the groups. In all the 
single-colour lessons, the traditional classroom rules did not apply. Because the 
pupils had been divided into homogeneous groups according to their learning style, 
during these lessons they were among persons similar to themselves. The aim of 
these lessons was to provide the pupils with the environment which would best 
support their learning. On the other hand, placement in colour groups helped the 
pupils to cope with the social demands of heterogeneous groups. This was 
particularly apparent with the most opposite colours, the yellow and the blue. On 
the occasion, I had been talking about the end of a lesson and how different it had 
been. Both the teachers laughed: ‘Guess what colours they were? It was the yellows 
that stayed [afterwards], they are always the last to finish!’ The yellow group lessons 
were very peaceful. The yellow pupils did what they were told to do but it took a 
longer time because they preferred to do their assignments very carefully. Yellow 
pupils were easily interrupted and when allowed, they chose to work with other 
yellow pupils. They would easily have spent their time exclusively with each other. 
On the other hand, without the whole-class lessons and two teachers, their group 
would not exist at all.  
 

Talked with the other teacher during a break about combined class. Referring to her 
comment that the yellow had said the day before they wished to be their own class, I 
asked her how did the yellows feel in a whole-class group. The teacher told me she knew 
how they felt, you could see it in the feedback, but that as a counterweigh there are the 
small groups. (field notes)  

 
On the contrary, the lessons of the blue and red groups were often noisy. Pupils 
talked while they studied and commented a lot when the teacher taught. They were 
not forbidden the opportunity for discussion although the comments rarely 
considered the topic of the lesson. However, they were quick at their assignments 
and therefore rather demanding. Once they had got things done, they were easily 
bored so the teachers had hands full keeping them busy with school work. The 
colour groups could be compared to self-contained classrooms, in which case the 
blue group would be constituted of those pupils who are often seen as a disturbance 
in ordinary classrooms. As Kauffman, Bantz and McCullough (2002) comment, the 
key topic in the self-contained classrooms seems to be a culture which can either 
encourage or prevent problematic behaviour. The problem with studies of this kind 
is that classroom placement is usually seen as an either-or solution: either a pupil 
receives one kind of teaching or another kind. Although a pupil can move between 
settings during the school day, such settings have traditionally been permanent 
(Hegarty, 1987).  
 In this type of classroom, however, even if small groups can be seen as possible 
self-contained mini-classrooms, the pupils only spend a few hours a week in them. 
The pupils learn that when they are taught together with other-colour pupils, they 
need to behave properly. This entails that pupils study in several groups with 
different aims. Therefore, a strong culture of problematic pupils is not promoted. 
With the greens, the most important idea behind this grouping of the small groups 
was the possibility to use concrete materials, for example in math lessons. The greens 
were more learning-by-doing individuals and they needed to move around during 



 

lessons in order to maintain their motivation to study. The assistant had the 
important role of helping them to concentrate on essential issues and tasks.  

Whole-class lessons 

In general, the teachers often highlighted the importance of social skills and good 
behaviour; they went so far as to consider the acquisition of social and working skills 
to be the main purpose of primary school. The half-class lessons with the opposite 
group and whole-class lessons had three aims. First, the teachers wanted the pupils 
to learn to work with people of all kinds, and not only with those like themselves. 
“You don’t need to like everybody but you need to be able to work with everybody”, 
they told the pupils.  
 

T2  I mean, the mastery of information search is like the academic aim 
T1 Yes and that you get along with others 
R  Mmm 
T2  Precisely. If these two things are mastered then the other things don’t really 

matter (Grade 6) 
T1  our idea is based on the fact we teach working skills, I mean, does it matter 

anymore what we teach as long as we teach studying skills. That is, you have 
learned co-operative, like, isn’t it a good thing […] Or if you have studied, for 
example, how to tell the others something about a concept does it matter what 
the concept is (Grade 3) 

 T2  [about forming a mixed-colour group for handicraft] really like randomly. So, 
specifically it had to be pupils from different colour groups and then specifically 
[…] friends in different groups because those who are in the same colour groups 
and are friends with each other, they go about hand in hand all the time and so 
we wanted them as separate so that they sometimes need to work separately 
(Grade 3) 

 
Second, the pupils were supposed to learn how to behave properly in a bigger, 
heterogeneous group. This was essential from the point of view of classroom 
management because it taught the pupils to adjust themselves to different situations 
during a school day. Cartledge and Johnson (1996) suggest that when considering 
inclusion, pupils should be taught social skills. The third aim of the whole-class 
lessons was that the teachers did not want to accentuate the small groups too much 
but to keep the class unified. Therefore, as opposed to the opportunity to study in 
more homogeneous colour groups, the whole-class lessons were based on 
cooperative learning (see Slavin, 1983; Putnam, 1998). This meant that there were 
two kinds of whole-class lessons. Besides traditional teacher-led lectures, the pupils 
studied in small mixed-colour groups. In the third-grade class, for example, in 
connection with a larger science project the pupils were asked whether they wanted 
to compete as small groups against other groups or gather points for benefit of all. 
The pupils chose to work together and to enjoy the results together as a class. Such 
events pleased the teachers as they showed a strong class spirit.  
 On the other hand, the teachers saw their pupils as individual personalities 
with different characteristics. This had led them to create a system where all the 
pupils regularly spent time in groups of five to thirty pupils. The characteristics of 
the different colours sometimes became very apparent in the mixed-colour lessons. 
The following episode is from an art lesson with the reds and the greens. The pupils 
have been instructed to draw a ship from a picture.  



 

 
 Vesa asks if he can draw his picture using a multiplication. At first, the teacher 

doesn’t hear or understand but then answers yes, saying that actually the picture 
demands division. Aku is worried about whether he really needs to draw all the 
ropes in the picture because he can’t. Teacher says it’s just a matter of attitude. Timo 
seeks help from the teacher for adjusting his picture. (Field notes)  

 
Overall, a good class spirit and mutual respect were crucial for the class to be success. 
The pupils needed to feel that each colour group was equal. This demanded a high 
level of willingness to accept diversity and to understand that no one characteristic 
of their classmates is better per se than another. The teachers made great efforts to 
put this across to the pupils: everybody is good at something and being good at one 
subject is of no greater value than being good at another subject.  

 
T1  Mmm. And [we] have still been having that [discussion] continuously, kind of, I 

think they have slowly realised that you can’t, that they are not unequal if you can 
do math or if you can do art or, that they are just as important (Grade 6) 

 
The pupils did not seem to talk much about the colours. A couple of times the 
colours had been discussed in a lesson but unfortunately I was never present on 
those occasions. However, I heard a few clues that caught my ear. First, a pupil in an 
English lesson asked the teacher when ‘the worse group’ would get their exams back, 
but then he immediately corrected himself saying that he meant ‘the other group’. The 
same pupil also wanted to know if the exams had been equally difficult. After a 
pause, the teacher answered ‘yes, considering the book, the exams were equally 
challenging’. By this the teacher were referring to two different exercise books 
because in the yellow and green groups, some pupils had an individualized 
curriculum and therefore a different book. Second, at the beginning of the first grade, 
a very quiet girl had been assigned to the blue group because her original colour, 
yellow, was no acceptable to her parents, who wanted her to be in the blue group. 
The teachers accepted this and, when it became obvious that the girl was better 
suited to the yellow group, she was transferred.  

 

CONCLUSIONS 

The focus of this study was to examine the practice of flexible grouping as a 
classroom management strategy. The results revealed that, at the classroom level, 
teachers used various grouping practices as a part of their classroom management 
strategies. Teachers organised their instruction both a whole-class setting and in 
small groups. Teachers used various permanent and temporary groupings to 
individualise teaching both academically and according to pupils’ social behaviour. 
On the other hand, this gave the more active pupils a chance to move and talk while 
they worked, without the quiet ones being disturbed. On the other hand, for all the 
pupils, through the use of heterogeneous small groups and whole-class lessons, the 
social aims of schooling were accentuated. Thus, the way the teachers used 
groupings in their classroom reflected the two aspects of schooling, the social and 



 

the academic. This practice differed from the traditional model of classroom 
management.  
 As categorization at the school system level, grouping practices in classrooms 
have traditionally been based on pupils’ academic abilities and learning capabilities, 
and only rarely on pupil behaviour (Baines, Blatchford & Kutnick, 2003; Hallam, 
Ireson & Davies, 2004; Chorzempa & Graham, 2006). In contrast to this single-
criterion-based grouping procedure, the pedagogic model of classroom management, 
as examined in my study, showed that it is possible to use various grouping 
methods within a class. This solution is especially noteworthy with respect to 
pedagogically challenging pupils since the placement of pupils with special 
education needs has long been an issue in research literature (Carlberg & Kavale, 
1980; Rueda, Gallego & Moll, 2000; Kauffman, Bantz & McCullough, 2002). In 
particular, pupils with behavioural problems are demanding to place either way: in 
regular classrooms they easily interrupt the instruction, and in special education 
classrooms they are exposed to the bad influence of each other. A further problem 
concerns the negative effects of labelling people. Flexible grouping appears to be one 
way to diminish classroom management problems in a heterogeneous classroom and 
to teach pupils social skills in more heterogeneous groups. Thus, flexible grouping 
may increase the positive experiences of both teachers and pupils and decrease the 
need for segregated educational settings.  
 Despite the disagreement over whether learning styles are an appropriate 
means to individualize classroom instruction (Landrum & McDuffie, 2010), they 
seem to be suitable for classroom management in a heterogeneous classroom. It has 
to be noticed, however, that the studied group was culturally rather homogeneous; 
heterogeneous here refers only to a group with both general education and special 
education pupils. In addition, teachers need be aware of some critical factors when 
using learning styles or like as a grouping criterion. Possibly, due to the general 
inclination to categorize people, there is also the danger that learning style groups 
may become a new way of segregating pupils. Although the groups in the studied 
classroom were named seemingly neutrally after colours, even these can become a 
new labelling instrument. This risk can be diminished by changing the colours from 
time to time arbitrarily and by using other grouping criteria as well. Such a grouping 
system makes the benefits of flexible grouping permanent while it retains the 
possibility for true flexibility. Teachers should also be aware of the inconsistency 
regarding the content of the concept of learning styles. Nevertheless, more research 
need to be done on the implications of learning styles in elementary school 
classrooms with all kinds of pupils.  
 The classroom management system presented in this study is rather 
demanding, however, for it requires more than one adult to gain the maximum 
benefits from it. On the other hand, the intention to better meet the diverse needs of 
all pupils has brought educators together to collaborate (e.g. Kugelmass, 2006). This 
new situation where several adults are present in a classroom gives teachers new 
possibilities to organize their classrooms. If the model reduces classroom 
management problems, it could be a step towards successful inclusion for both 
pupils and teachers. However, although many problematic situations can be 
anticipated and prevented by creative solutions to meet the demands of 



 

heterogeneous classrooms, schools need to have sufficient educational resources, 
such as classroom assistants. Only then will it be possible for teachers to use effective 
classroom management strategies of the kind observed in this study in 
heterogeneous classrooms. 
 
 
REFERENCES 
 
Akin-Little, K. A., Little, S. G. & Laniti, M. (2007) Teachers’ Use of Classroom 

Management Procedures in the United States and Greece. A Cross-Cultural 
Comparison, School Psychology InternationaI, 28(1), 53-62.  

Artiles, A. J. & Trent, S. C. 1994. Overrepersentation of Minority Students in Special 
Education: A Continuing Debate, The Journal of Special Education, 27(4), 410-437. 

Baines, E., Blatchford, P. & Kutnick, P. (2003) Changes in Grouping Practices over 
Primary and Secondary School, International Journal of Educational Research, 
39(1-2), 9-34.  

Beaman, R. & Wheldall, K. (2000) Teachers’ Use of Approval and Disapproval in the 
Classroom, Educational Psychology, 20 (4), 431-446.  

Carlberg, C. & Kavale, K. (1980) The Efficacy of Special versus Regular Class 
Placement for Exceptional Children: a meta-analysis, The Journal of Special 
Education, 14(3), 295-309.  

Cartledge, G. & Johnson, C. T. (1996) Inclusive Classrooms for Pupils with Emotional 
and Behavioral Disorders: Critical Variables, Theory into Practice, 35(1), 51-57.  

Cassidy, S. (2004) Learning Styles: An Overview of Theories, Models, and Measures, 
Educational Psychology, 24(4), 419-444.   

Chorzempa, B. F. & Graham, S. (2006) Primary-Grade Teachers' Use of within-Class 
Ability. Grouping in Reading, Journal of Educational Psychology, 98 (3), 529-541. 

Clunies-Ross, P., Little, E. & Kienhuis, M. (2008) Self-reported and Actual Use of 
Proactive and Reactive Classroom Management Strategies and Their 
Relationship with Teacher Stress and Pupil Behaviour, Educational Psychology, 
28 (6), 693-710.  

Doyle, W. & Rutherford, B. (1984) Classroom Research on Matching Learning and 
Teaching Styles, Theory into Practice, 23(1), 20-25.  

Dunn, L. M. (1968) Special Education for the Mildly Retarded — Is Much of It 
Justifiable? Exceptional Children, 35 (1), 5–22. 

Dunn, R., Griggs, S. A., Olson, J., Beasley, M. & Gorman, B. S. (1995) A Meta-analytic 
Validation of the Dunn and Dunn Model of Learning-style preferences, The 
Journal of Educational Research, 88(6), 353-362.  

Espin, C. A., Deno, S. L. & Albayrak-Kaymak, D. (1998) Individualized Education 
Programs in Resource and Inclusive Settings: How “Individualized” Are They? 
The Journal of Special Education, 32(3), 164-174.  

Evertson, C. M. & Weinstein, C. S. (2006) Handbook of Classroom Management: 
esearch, practice, and contemporary issues. Mahwah: Lawrence Erlbaum.  

Exley, S. (2003) The Effectiveness of Teaching Strategies for Pupils with Dyslexia 
Based on Their Preferred Learning Styles, British Journal of Special Education 
30(4), 213-220. 



 

Finnish National Board of Education (2004) National Core Curriculum for Basic 
education.  

 http://www.oph.fi/english/publications/2009/national_core_curricula_for_b
asic_education   

Fleming, N. (2001). VARK: a Guide to Learning Styles (online). http://www.vark-
learn.com/english/index.asp [cited 13.10.2009]  

Fuchs, D. & Fuchs, S. (1995) What’s Special about Special Education? Phi Delta 
Kappan, 76 (7), 522–530.  

Hallam, S., Ireson, J. & Davies, J. (2004) Grouping Practices in the Primary School: 
What Influences Change? British Educational Research Journal, 30 (1), 117-140.  

Hammersley, M. & Atkinson, P. (2007) Ethnography. Principles in Practice. London: 
Routledge.  

Hargreaves, A. (1986) Two Cultures of Schooling: the Case of Middle schools. London: 
Farmer.  

Hegarty, S. (1987) Meeting Special Needs in Ordinary Schools. London: Cassell.  
Hosp, J. L. & Reschly, D. J. 2004. Disproportinat Representation of Minority Students 

in Special Education. Adademic, demographic, and Economic Predictors, 
Exceptional Children, 70(2), 185-199.   

Hyman, R. & Rosoff, B. (1984) Matching Learning and Teaching Styles: The jug and 
what's in it, Theory into Practice, 23(1), 35-43.  

Kauffman, J. M., Bantz, J. & McCullough, J. (2002) Separate and Better: a Special 
Public School Class for Pupils with Emotional and Behavioural Disorders, 
Exceptionality, 10(3), 149-170.  

Kugelmass, J. W. (2006) Sustaining Cultures of Inclusion: The value and limitation of 
cultural analysis, European Journal of Psychology of Education, 21(3), 279-292.  

Landrum, T. J. & McDuffie, K. A. (2010) Learning Styles in the Age of Differentiated 
Instruction, Exceptionality, 18(1), 6-17.  

Lemlech, J. K. (1988) Classroom management. Methods and Techniques for Elementary and 
Secondary Teachers. New York and London: Longman.  

Mastropieri, M. A. & Scruggs, T. E. (1997) What’s Special about Special Education? A 
Cautious View toward Full Inclusion, The Educational Forum, 61(3), 206-211.  

Norwich, B. & Lewis, A. (2001) Mapping a pedagogy for special educational needs, 
British Educational Research Journal, 27(3), 313-329.  

Powell, J. J. W. (2009) To Segregate or to Separate? Special Education Expansion and 
Divergence in the United States and Germany, Comparative Education Review, 
53(2), 161-187.  

Prashnig, B. 2004. The Power of Diversity. New Ways of Learning and Teaching 
through Learning Styles. Stafford, United Kingdom: Network Educational 
Press. 

Putnam, J. W. (1998) The Process of Cooperative Learning. In Putnam, J. W. (ed) 
Cooperative Learning and Strategies for Inclusion. Baltimore: Paul Brookes 
Publishing, 17-47.  

Rayner, S. 2007. A Teaching Elixir, Learning Chimera or just Fool's Gold? Do 
Learning Styles Matter? Support for Learning, 22(1), 24-30.  

Rayner, S. & Riding, R. J. 1997. Towards a Categorisation of Cognitive Styles and 
Learning Styles, Educational Psychology, 17(1-2), 5-27. 



 

Rayneri, L. J., Gerber, B. L. & Wiley, L. P. (2006) The Relationship between 
Classroom Environment and the Learning Style Preferences of Gifted Middle 
School Pupils and the Impact on Levels of Performance, Gifted Child Quaterly, 
50(2), 104-118.  

Riding, R. J. & Sadler-Smith, E. 1997. Cognitive Style and Learning Strategies: Some 
Implications for Training Design, International Journal of Training and 
Development, 1(3), 199-208. 

Romanelli, F., Bird, E. & Ryan, M. (2009) Learning Styles: a Review of Theory, 
Application, and Best Practices, American Journal of Pharmaneutical Education, 
73(1), article 9.  

Rueda, R., Gallego, M. A. & Moll, L. C. (2000) The Least Restrictive Environment: a 
place or context? Remedial & Special Education, 21(2), 70-78.  

Sadler-Smith, E. 2001. The Relationship Between Learning Style and Cognitive Style, 
Personality and Individual Differences, 30(6), 609-616.  

Slavin, R. E. (1983) When Does Cooperative Learning Increase Pupil Achievement? 
Psychological Bulletin, 94(3), 429-445.  

Smith, J. (2002) Learning styles: Fashion Fad or Lever for Change? The Application 
of Learning Style Theory to Inclusive Curriculum Delivery, Innovation in 
Education and Teaching International, 39(1), 63-70.  

Snider, V. E. & Roehl, R. (2007) Teachers’ Beliefs About Pedagogy and Related Issues, 
Psychology in the Schools, 44(8), 873-886.  

Spradley, J. P. (1980) Participant Observation. New York: Holt, Rinehart and Winston.  
Tesch, R. (1990) Qualitative Research: analysis types and software tools. New York: 

Falmer.  
Vaughn, L. & Baker, R. (2001) Teaching in the Medical Setting: Balancing Teaching 

Styles, Learning Styles and Teaching Methods, Medical Teacher, 23(6), 610-612.  
Woods, P. (1986) Inside Schools. Ethnography in educational research. London: 

Routledge.  
Yong, F. L. & McIntyre, J. D. (1992) A Comparative Study of the Learning Style 

Preferences of Pupils with Learning Disabilities and Pupils who are Gifted, 
Journal of Learning Disabilities, 25(2), 124-132.  

Zigmond, N., Kloo, A. & Volonino, V. (2009) What, Where and How? Special 
Education in the Climate of Full Inclusion, Exceptionality, 17(4), 189-204.  

 



 
 

 
 
 
 
 
 
 
 
 
 
 
 
IV 

 
 

COLLABORATIVE CLASSROOM MANAGEMENT IN A CO-
TAUGHT PRIMARY SCHOOL CLASSROOM 

 
 
 
 

by 
 

Anna Rytivaara, 2012  
 

International Journal of Educational Research 53(1), 182-191. 
 
 

Reproduced with kind permission by Elsevier. 
 
 

 
 
 

 



Collaborative classroom management in a co-taught primary school
classroom

Anna Rytivaara *

Department of Education; University of Jyväskylä, PO Box 35, FIN-40014, Jyväskylä, Finland

1. Introduction

In the name of inclusion, many countries are re-organizing the education for students with special needs. In practice
this means that the general education teachers are facing increasingly diverse groups of pupils in their classrooms. This
has led teachers to develop new approaches to teaching, such as co-teaching, in order to support them in their two main
tasks: to teach, and to create an orderly learning environment. However, classroom management has mostly been
studied in classrooms with only one teacher (e.g. Akin-Little, Little, & Laniti, 2007; Beaman & Wheldall, 2000; Clunies-
Ross, Little, & Kienhuis, 2008) and rarely in classrooms with two teachers (Rytivaara, 2011). Thus, research findings on
classroom management in co-teaching are few. Thus far the research in the field of co-teaching has tended to focus on
teacher thinking rather than on practical classroom management issues. One might assume, nevertheless, that co-
teaching could furnish teachers with more tools for coping with situations that one teacher alone may find difficult or
problematic. On the other hand, co-teaching raises questions about the different views that teachers may hold on
classroom management issues.

The focus of this paper is on classroom management as a shared practice by two teachers working together with a
heterogeneous group of pupils, that is, a mixed group of pupils with and without special educational needs. This exploratory
study addresses two research questions. First, what were the premises of collaborative classroom management in the
studied classroom? Second, how did the teachers collaborate on classroom management during co-taught lessons? This
paper reports on data obtained from classroom observations and interviews with the two teachers. The results of the
empirical research are then discussed through comparison with classroom management in solo teaching.
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The purpose of this study was to examine how teachers manage their classroom in co-

taught lessons. The data were collected by observing and interviewing a pair of primary

school teachers. The most important influence of collaboration on classroom management

seemed to be the emotional support of another adult, and the opportunity to use different

roles flexibly in the classroom. The results of the empirical research are discussed through

comparison with classroom management in solo teaching.
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2. Classroom management and inclusive education

The concepts of classroom management, behaviour management and discipline are sometimes used unclearly in the
literature. To be precise, only the concepts of behaviour management and discipline are synonymous (e.g. Hoy & Weinstein,
2006). Classroom management, in turn, refers to how a teacher achieves order in his or her classroom, and it has two
dimensions: instructional management and behaviour management (Evertson & Weinstein, 2006; Martin & Sass, 2010).
Classroom management can be divided into proactive and reactive strategies (Akin-Little et al., 2007). The aim of proactive
strategies is to prevent problems in classrooms, and hence such strategies can be seen as a more positive approach to
classroom management (Clunies-Ross et al., 2008). In acute classroom situations, teachers tend to use reactive (disciplinary)
strategies. In this paper, I use the terms classroom management and discipline as defined above.

The concept of inclusion has become ambiguous for many because of its negligent use during the recent decades (see
Howes, Fox, & Davies, 2009; Slee, 2001). This has further influenced practice and research done on the topic, as the term
‘‘inclusive education’’ has often been used simply to refer to a general education setting with children with special needs (e.g.
Giangreco & Doyle, 2007; Scruggs, Mastopieri & McDuffie 2007). The two main aspects of pragmatic discourse (Dyson, 1999)
provide the starting point for this paper. The first aspect concerns what inclusion means in practice. It is widely held that
inclusive education differs notably from traditional education (see also Thomas & Vaughan, 2004). An example of this is
inclusive thinking where the possible problems are considered to be caused by the learning environment and not by the
pupil. Thus, inclusive thinking is reflection about whether the learning environment supports or hinders a pupil’s learning
and development. The second aspect concerns the means of inclusion: inclusive education is seen as a result of certain kinds
of actions people take. In the context in which the data for this paper were collected, co-teaching a special education class
combined with a general education class in order to secure better education for all the pupils, can be considered an example
of such an action.

The starting point for most studies on pupil misbehaviour is however that the pupil is the source of the problems. These
studies have shown, for example, that although in primary school classrooms the problems tend mainly to be minor, such as
talking out of turn and hindering other children, pupil misbehaviour is, nevertheless, one of the main stress factors for
teachers (Forlin, 2001; Friedman, 2006; Jacobsson, Pousette, & Thylefors, 2001). The inclusive education framework
challenges the traditional way of seeing things also in the field of classroom management. For example, the concept of a
‘‘difficult pupil’’ becomes problematic (Graff, 2009). The wider debate on whether we should talk about individuality and
diversity, instead of deviancy, raises the issue of the origin of the problem. Vehmas (2010) points out in his philosophical
analysis how ‘‘special needs’’ is actually a negative characterisation of individual differences. In accordance with this,
Danforth and Smith (2005) emphasise, furthermore, that teachers ought to see a misbehaving pupil as a whole individual
with a variety of experiences, and that the teacher–pupil relationship, the ‘‘pedagogical alliance’’ (p. 5), can be an important
source of well-being to the pupil.

Nevertheless, teachers find some pupils more challenging than others. Teachers also regard pupils with behavioural
issues as the least welcome in their classrooms (see, for example, Avramidis & Norwich, 2002). A reason for this, perhaps, is
that despite the ideals of inclusive education, pupils are often integrated into general education classrooms with no
additional resources and with no special training for the teachers. It is understandable, then, that classroom control is an
essential, if rather complex, responsibility for educators (Evertson & Weinstein, 2006; Hargreaves, 2000) and that it is even
more so in today’s heterogeneous classrooms.

3. Teacher collaboration and co-teaching

Three basic co-teaching models exist (Friend, Cook, Hurley-Chamberlain, & Shamberger, 2010; Villa, Thousand, & Nevin,
2004). The models differ according to the roles of the teachers. In the first model, one teacher is responsible for teaching and
the other teacher assists by, for example, keeping discipline. In the second model, parallel teaching, each teacher has a
separate group of pupils. The third model, team teaching, is based on shared responsibility for planning and classroom work.
The literature on co-teaching tends to present co-teaching as collaboration between a special education teacher and a
general education teacher (for example, Soodak & McCarthy, 2006) but the term can be applied to any pair of educators.
However, literature on co-teaching between two teachers with similar education and position at school, in particular, is
scarce.

Co-teaching is a demanding but, at best, a rewarding way to work. A metasynthesis of co-teaching (Scruggs et al., 2007)
showed that teachers required administrative support (for example, commitment of the teachers and the school principal,
and that co-teaching is voluntary), more time for joint planning, and training. The teachers also reported having
experienced professional learning regarding co-teaching. A teacher in a study of Weiss and Lloyd (2003) thought that co-
teaching can only be successful between colleagues who have same type of teaching philosophy. In general, open
communication from the very beginning of the collaboration is essential for successful co-teaching experiences (Trent
et al., 2003). This ensures that the responsibilities are shared equally and that both teachers, when necessary, can handle
possible unexpected situations in the classroom. Yet, a teacher’s work is highly individual and respect for this individuality,
in addition to lack of problem-solving skills, can make it difficult for another teacher to express disagreement (Carter,
Prater, Jackson & Marchant, 2009). If one can overcome this obstacle, peer teachers can provide each other with strong
mental support (Kamens, 2007).
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The popularity of co-teaching seems to vary widely. In an American study (n = 119) (Damore & Murray, 2009), 19% of the
elementary school teachers did co-teaching, whereas in a Finnish study (n = 117) (Saloviita & Takala, 2010) 34% of the
teachers reported doing co-teaching weekly.

4. Disciplinary strategies and disciplinary styles

There are several strategies for keeping discipline. Some of those mentioned in the literature adopt rather behaviouristic
approaches where pupils are taught that their behaviour entails important consequences. It is presumed, then, that pupils
learn to adapt their behaviour. This idea, along with some of its main concepts, has been borrowed from classical
psychologists, such as Skinner and his model of operant conditioning. For example, in their review article, Landrum and
Kauffman (2006) extracted five basic ‘‘behavioural operations’’, that is, disciplinary strategies. They apply the term positive
and negative reinforcement to what are generally known as rewards, and they divide punishments into two categories:
response-cost punishment and punishment involving the presentation of aversives. Positive reinforcement refers to a
situation where a pupil is rewarded by adding a stimulus that the pupil finds pleasant, and negative reinforcement to
removing a stimulus that the pupil finds unpleasant. Response-cost punishment refers to removing a positive reinforcement,
such as a situation where a pupil has earned a reward and due to his or her misbehaviour, the reward is, wholly or partially,
withdrawn. Punishment involving the presentation of aversives includes the kinds of disciplinary strategies that are usually
associated with the term ‘‘punishment’’. Aversives vary from mild aversives, such as reprimands or scolding, to very serious
and illegal physical aversives such as striking. The last strategy is extinction, which refers to deliberately ignoring pupils in a
situation where any kind of response is expected to reinforce problematic behaviour. An example would be talking out of
turn where a pupil is actually seeking the teacher’s attention. In that situation, the teacher’s attention would be a reward to
the pupil and thus would maintain the unwanted behaviour.

Lewis and colleagues have classified disciplinary strategies into six categories (Lewis, 2001; Lewis, Romi, Katz, & Qui,
2008). Three of the categories are similar to the strategies presented above. A teacher can, for example, reward or praise
individual pupils or the whole class for good behaviour. Punishment includes consequences of various degrees, such as
moving a pupil’s seat or giving a pupil detention. Aggression refers to shouting at pupils or other similar teacher behaviour.
However, three of the categories reflect a different approach to classroom discipline. Discussion can be used both to explain
the rules and to allow a pupil to explain and to think about his or her misbehaviour. Involvement, in turn, refers to what
extent pupils are involved in making decisions about the rules to be observed in the classroom and suchlike. Non-directive
hints form the last category, referring to situations where a teacher drops hints to a pupil that the pupil is not behaving
properly.

Teachers have their individual ways of handling problematic situations (Adalsteinsdottir, 2004). Teachers’ disciplinary
styles have been variously labelled but the content of the three commonly used main categories is the same across
researchers (Erden & Wolfgang, 2004; Hoy & Weinstein, 2006; Martin & Sass, 2010). The three categories of styles are based
on different learning theories and form a continuum from ‘‘Relationship-Listening’’, also known as noninterventionist, at one
end, to ‘‘Rules and Consequences’’ or Interventionist at the other. Between these two extremes is the ‘‘Confronting–
Contracting’’, or Interactionist style. Lewis (2001) has renamed these models the Influence model, Control model and Group
management model, respectively. The noninterventionist style is the least controlling and is consistent with the
constructivist view of learning. Noninterventionists believe that individual pupils need to be listened to and encouraged to
find their own way to express their feelings in a socially appropriate manner, whereas the interventionists believe the
opposite. The interventionist style is based on the assumption that a pupil learns to behave through reward and punishment.
Interactionists, in turn, believe that problem behaviour is due to a contradiction between a pupil’s internal needs and the
external demands. Teachers’ beliefs can include features from several styles, but one style is often dominant.

5. Methods and data

5.1. Context and participants

The study was conducted in a middle-sized primary school located in a growing suburban neighbourhood of an average-
sized city with a population 90,000 inhabitants in Finland. The school had slightly over 400 pupils and employed 19
classroom teachers and one special education teacher. The study context was a combined classroom taught by two primary
school classroom teachers. The teachers were a female teacher around forty years of age and a male teacher a few years
younger. Both had some experience of teaching pupils with special needs from their previous years. The teachers, as is quite
usual in Finland, were taking the same group of pupils through primary school, that is, from the first until the sixth grade.
Pupils generally start school at the age of seven.

The teachers had amalgamated their classes three years prior to this study. One class was a general education class of 20
pupils (11 boys and 9 girls). The other class was a ‘‘small class’’, that is, a special education class, of 10 pupils (7 boys and 3
girls) with, e.g. behavioural and learning problems. The children, as is usual in Finland, had rather similar, culturally
homogeneous backgrounds. Officially, in the records, each class had a teacher, but in practice the class was an amalgamated
class with two teachers who shared the responsibility for all 30 pupils. A positive effect of this official feature of the matter
was that the teachers, although sharing the pupils, had two classrooms and, owing to the special education class, they had a
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permanent assistant. Nevertheless, in this paper, the amalgamated class is referred to as a class. The teachers co-taught half
of their weekly lessons; these were all whole-class lessons. In the remaining lessons the pupils studied in small groups which
the teachers taught alone.

The research was conducted in two phases with the same two teachers and a very similar group of pupils, and hence the
description of the class refers equally to the class taught in each phase. During the first phase, the teachers had a class of
sixth-graders. The second phase took place the following year when the teachers had a new amalgamated class of first-
graders. The only noteworthy difference between the two otherwise very similar classes was the age of the pupils.

The class under study was found through purposeful sampling, or more accurately, through criterion-based selection
(LeCompte & Goetz, 1982; Patton, 1990). Three selection criteria were applied: first, the study had to take place in a
mainstream primary school. Second, pupils with special educational needs had to be included in the class. Third, the teacher/s
had to have a positive attitude towards working in a heterogeneous classroom.

5.2. Data collection

Primarily, this study was a pragmatic case study of a classroom conducted within a general ethnographic framework
(Hammersley & Atkinson, 2007; Hargreaves, 1986; Woods, 1986). I collected the data for this study in authentic classroom
situations for 58 days over two school years (grades 6 and 1). The first fieldwork period lasted two months and comprised 33
school days. At that time, the teachers had a sixth-grade class. During this period of general observation, I learned the
pedagogical system used by the teachers and gained an overall picture of their classroom management. The fieldwork was
continued the following year when the teachers acquired a new class of first graders. The focus on this occasion was on the
disciplinary strategies used by the teachers. This second phase of the study comprised 25 school days. The data were mainly
collected by observing and interviewing the teachers. My role in the school can best be described by the term moderate
participation (Spradley, 1980), although during the lessons I was a passive observer.

In the first fieldwork period, the general information that I recorded in my handwritten notes included the topic of the
lesson, possible phases of teaching and different pupil groupings (for example, during small group working), exceptions in
the seating order and who was present. In particular, I focused on what the adults were doing, and especially on how the
teachers collaborated with each other during the class. In the second fieldwork period, I used a laptop for taking notes in the
classroom, and focused more specifically on the discipline in the classroom: I observed the pupils’ misbehaviour and how the
teachers’ acted in those particular situations. Outside the classroom, while in the school, I carried a notebook with me
whenever possible. The notebook was more like a diary, but when necessary, I also used it for taking notes. In both phases, I
expanded my scribbling every day into proper field notes directly onto a computer. For this paper, the field notes from all the
co-taught whole-class lessons, 102 pages altogether, were selected for more detailed analysis.

I conducted five thematic interviews with the teachers to better understand their views on their work. These interviews
resulted in 137 pages of transcripts. All the interviews were set up beforehand and conducted after school in a classroom. The
themes mostly concerned teaching, team work and classroom practices. In most cases, the questions were very general, such
as, ‘‘When you’re teaching together, how much do think about classroom practices and having a common line and suchlike?’’
and ‘‘How do you see the role of a teacher in your classroom?’’ The teachers liked to talk about their work and together they
often produced very long and wide-ranging answers on varying topics. For this paper, I used the three interviews in which
the teachers talked about classroom management. The first two interviews were conducted during the first phase and the
third interview during the second phase of the study.

5.3. Data analysis

The data were analysed by ethnographic content analysis. According to Tesch (1990), the aim of ethnographic content
analysis is to identify the main elements of the data, which Spradley (1980) calls domains. His system of inductive analysis,
which I adopted, comprises three stages: domain analysis, taxonomic analysis and componential analysis. In the domain

analysis, the both data sets, observation data and the interviews were analyzed. Next, I took the domain ‘‘classroom
management’’ for taxonomic analysis. The analysis yielded one main category, organisation of team work that included two
subcategories: the premises of collaborative classroom management (Section 6.1) and modes of collaborative classroom
management (Sections 6.3–6.5). The componential analysis of the premises of collaborative classroom management yielded
three categories: careful planning, open communication and the common line.

Finally, componential analysis was done to examine the teachers’ roles in the classroom and thus, only the observation
data was analysed further. In the componential analysis, the unit of analysis was an incident where a pupil was doing
something she or he was not supposed to be doing, or when a teacher was clearly trying to prevent such misbehaviour.
Componential analysis had two phases. The first phase concentrated on pupils’ and teachers’ actions during each incident
whereas the second phase concentrated on teacher collaboration during the same incidents. The pupils’ actions were
grouped into six categories: not sitting properly, talking out of turn, resistance, school equipment, acting out and
physiological needs. Furthermore, the teachers’ individual actions were coded into six main categories: Extinction;
Recognitions and rewards; Hinting; Discussion; Scolding and reprimands; and Punishments. All the identifications were
made from the researcher’s perspective. All the categories on a teacher’s actions that emerged were identical to those used in
previous research (Landrum & Kauffman, 2006; Lewis, 2001; Lewis et al., 2008).
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In the second phase of the componential analysis, I analysed the two teacher’s collaboration in those situations. In other
words, I had already analysed one teacher’s actions in each incident in the first phase of the componential analysis; now I
looked at the interaction of the teachers during each incident as well as in the course of the lesson. Then, based on the teacher
collaboration in each incident, I formed three categories: (1) one teacher is responsible for classroom management, (2) the
teachers share responsibility for classroom management, and (3) the teachers share responsibility for both classroom
management and teaching.

The quotations in this paper are drawn directly from the data. They have been translated from the original Finnish.

5.4. Ethical considerations

A written informed consent was obtained from all the participants. The teachers volunteered to participate in my
research, and the children’s parents signed a form which allowed me to collect interview and observation data on their
offspring. The teachers and the pupils in the citations from the field notes have been given pseudonyms to protect their
anonymity. During the lessons, I tried not to cause any disturbance and in spite of a few short comments from the pupils, I
succeeded in this. During recess, I spent time with the pupils and answered their questions about my research when asked. I
was especially careful with the first-graders, some of whom were very shy or otherwise sensitive to my presence.

6. The results

First, I will present the premises underlying collaborative classroom management in the studied classroom. Second, to
supply the context for the teachers’ classroom actions, I will briefly describe the pupil misbehaviour that occurred in the
classroom. After that, I will focus on the three models of collaborative practices the teachers used for classroom management
in their classroom.

6.1. Sharing the workload: the premises of collaborative classroom management

The first premise was careful planning. The classroom had three permanent adults: two teachers and a classroom
assistant. They had been working together for several years, and thus they knew each other well, and they had a clear division
of labour. The pedagogical system, created by the teachers, functioned as the basis for their classroom management. The
teachers used learning styles as a permanent grouping criterion and these groups were then combined and mixed in various
ways for different pedagogical purposes (see Rytivaara, 2011, for more details). When small groups were used, the assistant
was often assigned one group. This was of great help in several situations with a class of 30 pupils. However, the teachers
carried the main responsibility for instruction. The teachers made their basic teaching plans during their Monday planning
sessions after school, but the details and possible re-planning were pondered together by the whole team as needed. Careful
planning was essential in managing a heterogeneous class such as theirs.

T1: We have always emphasised the functionality of the class and in every solution. This is possible because we have
more adults. For example, how we go to the cafeteria or to a school party. We always have a system, we never run off
headlong anywhere. (Interview 2, 6th grade)

Working in a team played an important role in the teachers’ job satisfaction which, in turn, was reflected in the classroom
atmosphere. This satisfaction was based on open communication and common line in discipline that the teachers thought
helped them to cope with any possible classroom management issues in the classroom. Thus, the second premise for
collaborative classroom management was open communication. It was important for them to know that whatever problems
they might have they could always share them with each other. I saw this as a sign of trust between the team members.

T2: We have an excellent system of supervision in everyday situations, so that when problems arise we thrash them
out immediately in our team (Interview 1, 6th grade)

The open communication was a very concrete tool for the teachers to use during the lessons. Teachers and pupils work in
close interaction with each other in classrooms, and consequently problems in their interaction can cause harm for both
parties. In co-teaching, the teachers always had another adult who knew the pupils just as well and who might even have
been present when something had happened. When they compared their experiences of teaching together with their
experiences of solo teaching, they felt that their roles in keeping discipline were different. One teacher put it thus: ‘‘When
you’re alone, you’re stricter.’’ (Field notes 6th grade). One reason for this was that in the co-teaching context a teacher had
more options with a misbehaving pupil. When problems occurred in a co-taught lesson, the teachers used the opportunity to
allow one of them to withdraw from a situation while the other dealt with it. They had found this a workable solution which
benefited both teachers and pupils.

#01: When we work together, humour is used more and it has to do with this team work and [using humour] has
increased. It is related to the fact that a good atmosphere is maintained in the classroom. One doesn’t need to grit one’s
teeth. If one of us finds a pupil irritating then maybe the other doesn’t and [the other teacher] can handle the situation
more flexibly. (Interview 1, 6th grade)
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The last premise was that the teachers agreed on how the class ought to be managed. During one interview, I wondered if
the teachers had discussed their tolerance and understanding of pupil misbehaviour, as their attitudes towards it seemed
rather similar. The teacher did not agree with my suggestion that their long collaboration had affected their disciplinary
styles: ‘‘But no, yes, I would say that right from the start [we’ve taken] much the same line.’’ (Interview 3, 1st grade)

6.2. Pupil misbehaviour

The topic of the lesson is bullying, and refers to classroom rule number two. Lisa leads the discussion and says she has
already heard some talk about bullying. The pupils in turns describe what they consider bullying. The assistant goes
over to Juha and helps him to sit properly. Lisa is standing next to the chalkboard, another assistant next to her, and
Matt is standing behind Peter. Walter raises his hand and says that Ewan is always taking his cap away from him. Lisa
asks if Walter finds that irritating. Walter nods. Lisa notes that now Ewan knows that Walter finds his behaviour
irritating and thus it is not allowed. Soon Larry tells the same story about Ewan. Lisa wonders aloud whether Ewan has
taken the caps by accident – surely he knows how to behave. . . Tanja raises her hand: ‘‘But the family is the most
important thing.’’ Jari points at Walter: ‘‘A healthy mouth is the main thing.’’ Larry goes to take a sip of water and gets a
remark from Lisa. The assistant stops Jake who is on his way to the sink. Jesse and Walter are playing games with each
other and Lisa scolds them. (Field notes, 1st grade)

In the first grade, one of the main challenges for the pupils was to learn the four classroom rules. One rule was ‘‘I play with
everybody’’, and the other three rules concerned classroom management: ‘‘I put up my hand when I have something to say’’, ‘‘I
don’t bully others’’ and ‘‘All the adults in the school must be obeyed’’. In general, rules are a basic proactive strategy that teachers
use. Six categories of misbehaviour by first-graders were identified: not sitting properly, talking out of turn, resistance, school
equipment, acting out and physiological needs. Not sitting properly meant not sitting still but wandering around the classroom
or, for example, sliding under the desk. Talking out of turn included not only talking, but other ways of making a noise, such as
singing or drumming on the desk. Resistance was either active or passive: pupils played games with each other during class, or
lay on their desks and refused to do assignments or deliberately caused delays. School equipment was also used in ways which
suggested that the pupils were ignoring the teachers on purpose, such as when a pupil was seemingly so engrossed in
sharpening his pencil that he ignored the teacher’s instructions, or when a pupil was playing the piano during a Finnish lesson.
Acting out included the kind of behaviour which is considered inappropriate outside as well as inside school. Fighting, bullying
and tantrums were included in this category. As a part of learning the school rules, the pupils were expected to learn to adapt
their physiological needs – hunger, thirst and suchlike – to the school timetable. This category referred to such problems as
leaving one’s seat in order to exit the class and use the bathroom, or wanting a drink of water during the class.

School rules can generally be divided into four categories: relational rules, protecting rules, structuring rules and
etiquette rules (Thornberg, 2008). The sixth-grade pupils acted according to the relational rules rather well: They neither
fought nor bullied each other, and their bodies seemed to be better adapted to the school timetable. However, as with the
first-graders, the teachers had continually to remind pupils about the structural rules, such as putting up their hands if they
wanted to speak. Sitting still was also very difficult for some pupils. In short, most of the sixth-graders’ misbehaviour was in
the subcategories ‘‘not sitting properly’’ and ‘‘talking out of turn’’. Alongside these ways of interrupting lessons, the pupils
broke the rules of etiquette. They sometimes chewed gum in class, and they still played with pens. In general, it seemed as
the first-graders were still adapting themselves, physically and mentally, to the official order of the school while the sixth-
graders seemed to be more actively, as I saw it, playing with the rules.

6.3. One to lead the class, one to manage the class

Matt explains the class that it is easier to do the science project in pairs but that it is ok if somebody wants to do the
project alone. Larry is already on his way to get the materials. Lisa: ‘‘Not everybody is listening now, it is very
important to listen [to the other teacher] now!’’ Matt is explaining how to draw and print a map. Larry is already
leaving the classroom for recess with a football but Lisa tells him to come back, and tells everybody to clear their desks
before going out. (Field notes, 6th grade)

This first model was very typically implemented by the teachers. It resembles the co-teaching model, where one teaches
while one assists. In this class, the one teacher was responsible for teaching the pupils, while the assisting teacher supported
his colleague by monitoring the pupils and, where necessary, issuing additional instructions or working with individual
pupils. Despite the division of roles, both teachers retained equal permission to speak to the class. The way the assisting
teacher obtained a speech turn was usually very discreet, and yet the teachers never spoke at the same time. They seemed to
be listening to each other constantly, and took a turn when the other one was not speaking. Sometimes, however, the
principal teacher was so wrapped up in teaching that she or he did not notice that something was wrong. Then, the other
teacher might call the first teacher by name to attract his attention or, as in the previous field notes example, simply raised
her voice. After she was finished, he continued teaching.

6.4. Doing classroom management together

[During the previous lesson, some pupils were bagging sweets for the school bazaar.] Matt starts the lesson by
informing the pupils that something silly has been done during recess. He talks about the smart sixth-grader. Lisa
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stands next to Peter, her hand on his desk. The pupils should own up to who has been eating or taking candies out of
the trash bin. Matt goes on: any pupil who was only watching the incident will not be punished. Lisa talks strictly
about how the pupils must believe what the adults say; whatever any of the adults tells them to do or not to do. Lisa
continues to explain that they do not usually make a fuss for no reason and they don’t tend to fuss in the following
school trip either, but when the adults tell them to do something the children must obey. Lisa continues the discussion.
The previous day somebody had complained about walking to the church. ‘‘But the thing is that we are going to walk.’’
Andy asks if they could walk with a classmate instead of walking in single file, and Lisa says she fully understands the
request. The teachers will allow it on the condition that the pupils wait for the teachers before entering the church.
Neil: ‘‘Is this some kind of a test?’’ Lisa looks at Matt and asks aloud if they dare and Matt answers that they have to try.
More discussion follows about walking properly and not running. (Field notes, 6th grade)

The second model the teachers used for classroom management was based on their shared role as teachers, and it was
used most often in general reprimands,1 like the one presented above. These moments illustrated very well the many means
the teachers used, probably unconsciously, to demonstrate the unity of the adults to the pupils. One means for doing this was
talking in succession. Sometimes, when facing a new issue to which they had no solution, the teachers negotiated it in front
of the class, as happened in the lesson described above. The incident illustrates well the teachers’ way of building a truly
shared classroom where things can be discussed and where the teachers decide about things together.

Another means was the content of the teacher’s speech. In the sixth grade, the pupils knew when they had not been acting
like ‘‘a smart sixth-grader’’, which the teachers had nominated the theme of that school year. The result was that the pupils
sometimes even asked the teachers to give them a ‘‘sermon’’, a long and thorough general reprimand. The reprimands were
strict but also made an appeal. The teachers spent a considerable amount of time on giving the pupils reasons for good
behaviour through these reprimands: ‘‘everybody would feel better in the class’’ if the pupils were calmer, and if the pupils
kept on being very noisy, ‘‘nobody will be able to work in the class’’. It was noteworthy that the teachers reprimanded the
pupils without pre-planning what to say. Although the two teachers did not explicitly discuss their disciplinary styles, they
had a shared awareness of when to intervene and how to react. As one teacher said, being ‘‘firm but gentle’’ (interview 3, 1st
grade) usually helped, and this was the guideline they both followed with the pupils. Furthermore, as mentioned earlier, the
teachers choose a theme for each school year which they then set as a goal for the pupils and use as a reminder of how to
behave.

This model, however, did not exclude the possibility of an individual teacher acting independently if necessary. During
the reprimand above, Lisa had a second role. As well as talking to the class with Matt, she was standing next to Peter, a very
talkative boy. Although the teachers did not talk about their disciplinary styles, they did talk about some pupils and the
discipline strategies best suited to them. For example, with Peter the teachers had found that sometimes the best strategy
was to sit down next to him because ‘‘It’s no use scolding him all the time.’’ In addition to the two teachers, the classroom
assistant monitored the most demanding pupils, so that it was usually easy to position an adult next to a talkative pupil. The
purpose of the mere proximity of an adult was to prevent such a pupil from disturbing the others. Teacher proximity was
used quite often and while it did not always keep Peter from talking, he was told to talk quietly to the adult next to him. In the
present instance, Peter was not talking, and hence Lisa’s gesture might have had no particular purpose. I imagine, however,
that she expected comments from Peter during the general discussion and thus her action was preventive in nature.

[During the beginning of a lesson.] The teachers tell everybody to stand up and to calm down. Lisa scolds Andy while
Matt helps Peter who has problems standing up straight. Somebody asks about the results of a running competition
and about a biology exam. (Field notes, 6th grade)

Classroom management and discipline demanded a lot of time and effort from the teachers, especially at the beginning of
lessons, in both the first and sixth grade. The field notes above illustrate another shared approach by the teachers in keeping
discipline. Here, after telling the pupils to stand up, both teachers worked with individual pupils to make them behave
properly. The teachers did not negotiate their actions or whether they should have started the actual teaching. At no time did
I observe them discussing a general disciplinary policy and yet, they clearly had one.

6.5. Switching roles flexibly

[A group of pupils have gathered around me and my computer behind the classroom. Matt laughs about my new
friends.] Finally the pupils calm down and Matt continues explaining the schedule. Perry asks if they are allowed to
bring some snacks to school on Wednesday; Lisa answers ‘‘We’ll see about that’’. She is next to Ian and helps him to
raise his hand at the right moments. Ewan suggests that they could go to the computer class during their craft lesson.
The class is restless, so Lisa tells everybody to stand up and exercise for a little while. John is trying to avoid doing the
exercises that the teachers are demonstrating in front of the class. Some pupils are having problems with some of the
exercises, and so Lisa walks slowly around the classroom with the assistant. Finally, the class gets back on track. Ewan
is told to be quiet; Matt positions himself next to Ewan’s desk. Lisa talks about the schedule. (Field notes, 1th grade)

1 The section where Andy and Lisa talk about going to the church is coded as ‘‘discussion’’.
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In the third model, the teachers were jointly responsible for both the content of the lesson and for classroom
management. This was based on co-planning, which resulted in shared knowledge of the content and the structure of the
lesson, and thus allowed them to switch their roles flexibly. Furthermore, co-planning resulted in shared pedagogical
leadership, as the field notes show. At any time, without any negotiation, a teacher could take over the other teacher’s role.
Such role switching took place very smoothly every time because for the teachers it was a routine to which they did not give
much thought: ‘‘it just goes like that.’’

T1: It goes naturally if there is a situation, for example, where we give a sermon, then we don’t have to decide turns
beforehand

T2: no, we really don’t [laughing] (Interview 3, 1st grade)

At the beginning of the lesson, the teachers have clear roles: Matt is teaching and Lisa is responsible for classroom
management. However, individual support to pupils is not enough and Lisa decides to interrupt the lesson with an exercise
break and Matt follows her lead. After the exercise, the teachers switch roles, Lisa continuing the teaching and Matt helping a
pupil. The third classroom rule, ‘‘All the adults in the school must be obeyed’’, had certain implications in a classroom with
three adults. The teachers supported each other in every situation and never questioned a decision made by another teacher
in front of the pupils. The role switching in the middle of teaching and the change from teaching to an exercise session
required no negotiation nor did it trigger any comments from the either teacher. Thus, the teachers showed agreement
through their actions, following the principle of equity between adults. My interpretation of this is that the teachers trusted
each other’s judgement: whatever one of them did or said happened for a reason. These reasons, of course, could have been
discussed after the lesson but this never happened.

7. Discussion and conclusions

This study examined classroom management in a co-teaching context. This study added to the basic models of co-
teaching (Friend et al., 2010; Villa et al., 2004) by presenting a more detailed analysis of the teacher roles. The focus in the
classroom observations was pupil misbehaviour and discipline, but this paper had a wider focus on the teachers’
collaborative classroom management practices and their premises. Teachers have two main tasks in the classroom: to
manage the classroom and to teach. This study showed that co-teaching allows teachers to divide their main tasks and thus
provides the individual teacher with an opportunity to focus on one task at a time. However, what was new to earlier
literature on co-teaching (e.g. Kamens, 2007; Trent et al., 2003; Weiss & Lloyd, 2003) was that the two tasks were often
mixed in practice. The teachers used three models of collaborative classroom management. The models differed according to
the teachers’ responsibilities in a classroom situation. In the first model, the teachers had divided their roles for the whole
lesson so that one teacher taught and the other managed the classroom; in the second model the teachers shared
responsibility for classroom management but not teaching. In the third model, the teachers had not divided their roles in
advance but nevertheless shared responsibility for both classroom management and teaching.

Collaboration and co-teaching does not mean that the two teachers rely on each other every moment. On the contrary,
the flexible use of different roles suggests that the teachers studied here were at the level of true team teaching (Villa et al.,
2004), with equal roles in relation to both the pupils and each other. Their classroom practice together with their
experience of collaboration indicated mutual trust and respect, which are necessary conditions for successful teacher
collaboration. Furthermore, there was a delicate harmony between a single teacher’s actions and her or his awareness of
the other’s actions. This harmony suggests that the teachers’ actions were based on shared understanding of, for example,
the goals and means of classroom management. What was particularly interesting was that this shared understanding had
not been explicitly discussed. The teachers thought it might have been there from the beginning. This indicates a need for
further research to examine in more detail if some teachers feel the opposite that creating a shared disciplinary policy of
this kind needs a lot of effort. Although the four classroom rules were expressions of this shared understanding, and as such,
necessary for the pupils, the framework for classroom management and good behaviour was constructed in the everyday
interaction between the two teachers and the pupils. In this, the unity of the teachers had a significant role and it was
constructed in various ways.

The clear casting of the first model is easy for teachers, and this model could also be used with a teacher and a classroom
assistant. In such a situation, however, the roles would be fixed since the assistant would not be officially competent to take
the responsibility for teaching. In the co-teaching context, however, the teachers are able to take different roles rather
flexibly. This is preferable because if the roles are not switched from time to time, the danger exists that one teacher, or the
assistant, becomes labelled as the keeper of discipline, which is not necessarily a favourable position from the viewpoint of
either individual pupils or the teacher. A reason for this is that while the concept of a ‘‘difficult pupil’’ is problematic (Graff,
2009) teachers tend to consider some pupils more challenging than others. Although the discipline strategies of the teachers
were not the prime focus of this study, the use of an adult’s presence to support pupil behaviour, as exemplified above, is
worth noting. The teachers felt that this very simple strategy worked well. Such flexible use of adults to support pupils with
behavioural problems is a rather positive alternative to a personal assistant whose presence can even be exclusionary (Rose,
2001). In an ordinary classroom with only one adult it is often difficult to use, whereas in a co-teaching context it is easy to
apply. Thus, it can be concluded that in co-teaching, in addition to taking pupils’ characteristics into account (Evertson &
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Weinstein, 2006), the teachers may have the possibility to also take their own characteristics into account because they have
the possibility to withdraw from a difficult, or even frustrating, situation and call for another teacher to take over.

This study shows that classroom management is a significant part of teachers’ work and that sharing the workload
supports teachers’ well-being. Sharing means, however, that co-teachers’ roles are not permanently assigned but that both
teachers participate in both management and teaching tasks. Another interesting notion is that working with a challenging
pupil is easier in a co-teaching situation, even if both teachers are general educators. This suggests that sometimes the
special needs of pupils of this kind are, in fact, only a need for increased adult attention and do not require a special needs
teacher. However, for some teachers sharing their work might be a challenge. In co-teaching, instead of sending a pupil to
receive special education outside the classroom, the situation will be handled by one teacher in front of another. Thus, in a
co-teaching situation a teacher is continuously exposed, consciously or unconsciously, to another teachers’ presence and
thus, can never hide his or her actions in the classroom. Therefore, co-teaching can be a fruitful environment for personal and
professional learning.

In sum, the results of this study suggest that in the co-teaching context behavioural problems do not necessarily become
as easily associated with individual pupils, simply because there is more than one adult in the classroom who can assist in
handling disruptive situations. Less emphasis on individual pupil–teacher relationships may also mean better teacher–pupil
interaction. Thus, the most significant benefit of collaboration seems to be the emotional support of another adult, which
probably resulted in the high tolerance of small disruptions observed in this study. These results are supported by an earlier
study by (Pfeifer & Holtappels, 2008).

As has been concluded previously (Akin-Little et al., 2007; Lewis, Romi, Qui, & Katz, 2005), understanding classroom
discipline across cultures is not an easy task. Similarly, the specific cultural and pedagogical context is a crucial factor when
examining teachers’ classroom management methods. The classroom studied here differs from an ordinary Western
classroom in several ways. First, it had three adults instead of only one. Second, both of the studied classes in fact comprised
two classes one of which was a special education class. In Finland, these classes can have a maximum of ten pupils and
therefore the total number of pupils in the amalgamated classes was very reasonable. Third, boys comprised two-thirds of
the pupils in both classes. This may have had impact on the classroom life in general. Fourth, Finnish school system, where
teachers spend several years with the same group of pupils, supports teachers’ efforts to create and modify a classroom
management system to suit the needs of a particular class.

This study was exploratory in nature and shows that there is need for more research in similar classrooms with more than
one adult present. Future studies could seek to overcome, some of the methodological limitations of this study. First, the
coding procedures used in this study concerned only events including obvious or expected misbehaviour, while positive
events such as praise were not included. Therefore, no conclusions can be drawn about the extent to which the teachers used
praise, for example, in their classroom. Second, the use of video cameras would have allowed more detailed analysis of the
interaction between the pupils and the teachers and between the two teachers, and enabled closer examination of the
teachers’ disciplinary styles. Despite these limitations, however, this study contributes to our understanding about
collaborative classroom management in classroom situations and, thus may positively influence teachers’ attitudes towards
teaching in a heterogeneous classroom.
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Tiivistelmä 2 p. 1990.

75 SINIVUO, JUHANI, Kuormitus ja voimavarat
upseerin uralla. - Work load and resources in
the career of officers. 373 p. Summary 4 p. 1990.

76 PÖLKKI, PIRJO, Self-concept and social skills of
school beginners. Summary and discussion. -

Koulutulokkaiden minäkäsitys ja sosiaaliset
taidot. 100 p. Tiivistelmä 6 p. 1990.

77 HUTTUNEN, JOUKO, Isän merkitys pojan sosiaali-
selle sukupuolelle. - Father’s impact on son’s
gender role identity. 246 p. Summary 9 p.1990.

78 AHONEN, TIMO, Lasten motoriset koordinaatio-
häiriöt. Kehitysneuropsykologinen seuranta-
tutkimus. - Developmental coordination
disorders in children. A developmental neuro-
psychological follow-up study. 188 p.
Summary 9 p. 1990.

79 MURTO, KARI, Towards the well functioning
community. The development of Anton
Makarenko and Maxwell Jones’ communities.
- Kohti toimivaa yhteisöä. Anton Makarenkon
ja Maxwell Jonesin yhteisöjen kehitys. 270 p.
Tiivistelmä 5 p. Cp2`<, 5 c. 1991.

80 SEIKKULA, JAAKKO, Perheen ja sairaalan raja-
systeemi potilaan sosiaalisessa verkostossa. -
The family-hospital boundary system in the
social network. 285 p. Summary 6 p. 1991.

81 ALANEN, ILKKA, Miten teoretisoida maa-talou-
den pientuotantoa. - On the conceptualization
of petty production in agriculture. 360 p.
Summary 9 p. 1991.

82 NIEMELÄ, EINO, Harjaantumisoppilas perus-
koulun liikuntakasvatuksessa. - The trainable
mentally retarded pupil in comprehensive
school physical education. 210 p. Summary
7 p. 1991.

83 KARILA, IRMA, Lapsivuodeajan psyykkisten
vaikeuksien ennakointi. Kognitiivinen malli. -
Prediction of mental distress during puer-
perium. A cognitive model. 248 p. Summary
8 p. 1991.

84 HAAPASALO, JAANA, Psychopathy as a
descriptive construct of personality among
offenders. - Psykopatia rikoksentekijöiden
persoonallisuutta kuvaavana konstruktiona.
73 p. Tiivistelmä 3 p. 1992.

85 ARNKIL, ERIK, Sosiaalityön rajasysteemit ja
kehitysvyöhyke. - The systems of boundary
and the developmental zone of social work. 65
p. Summary 4 p. 1992.

86 NIKKI, MAIJA-LIISA, Suomalaisen koulutusjärjes-
telmän kielikoulutus ja sen relevanssi. Osa II. -
Foreign language education in the Finnish
educational system and its relevance. Part 2.
204 p. Summary 5 p. 1992.

87 NIKKI, MAIJA-LIISA, The implementation of the
Finnish national plan for foreign language
teaching. - Valtakunnallisen kielenopetuksen
yleissuunnitelman toimeenpano. 52 p.
Yhteenveto 2 p. 1992.

88 VASKILAMPI, TUULA, Vaihtoehtoinen terveyden-
huolto hyvinvointivaltion terveysmarkki-
noilla. - Alternative medicine on the health
market of welfare state. 120 p. Summary 8 p.
1992.

89 LAAKSO, KIRSTI, Kouluvaikeuksien ennustami-
nen. Käyttäytymishäiriöt ja kielelliset vaikeu-
det peruskoulun alku- ja päättövaiheessa. -
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Prediction of difficulties in school. 145 p.
Summary 4 p. 1992.

90 SUUTARINEN, SAKARI, Herbartilainen pedagogi-
nen uudistus Suomen kansakoulussa vuosisa-
dan alussa (1900-1935). - Die Herbart’sche
pädagogische Reform in den finnischen
Volksschulen zu Beginn dieses Jahrhunderts
(1900-1935). 273 p. Zusammenfassung 5 S. 1992.

91 AITTOLA, TAPIO, Uuden opiskelijatyypin synty.
Opiskelijoiden elämänvaiheet ja tieteenala-
spesifien habitusten muovautuminen 1980-
luvun yliopistossa. - Origins of the new student
type. 162 p. Summary  4 p. 1992

92 KORHONEN, PEKKA,  The origin of the idea of the
Pacific free trade area. - Tyynenmeren vapaa-
kauppa-alueen idean muotoutuminen. -
Taiheiyoo jiyuu booeki chi-iki koosoo no seisei.
220 p. Yhteenveto 3 p. Yooyaku 2 p. 1992.

93 KERÄNEN, JYRKI, Avohoitoon ja sairaalahoitoon
valikoituminen perhekeskeisessä psykiatrises-
sa hoitojärjestelmässä. - The choice between
outpatient and inpatient treatment in a family
centred psychiatric treatment system. 194 p.
Summary 6 p. 1992.

94 WAHLSTRÖM, JARL, Merkitysten muodostuminen
ja muuttuminen perheterapeuttisessa keskus-
telussa. Diskurssianalyyttinen tutkimus. -
Semantic change in family therapy. 195 p.
Summary 5 p. 1992.

95 RAHEEM, KOLAWOLE, Problems of social security
and development in a developing country. A
study of the indigenous systems and the
colonial influence on the conventional
schemes in Nigeria. - Sosiaaliturvan ja kehi-
tyksen ongelmia kehitysmaassa. 272 p.
Yhteenveto 3 p. 1993.

96 LAINE, TIMO, Aistisuus, kehollisuus ja dialo-
gisuus. Ludwig Feuerbachin filosofian lähtö-
kohtia ja niiden kehitysnäkymiä 1900-luvun
antropologisesti suuntautuneessa fenomeno-
logiassa. - Sensuousnes, bodiliness and
dialogue. Basic principles in Ludwig Feuer-
bach’s philosophy and their development in
the anthropologically oriented phenom-
enology of the 1900’s. 151 p. Zusammen-
fassung 5 S. 1993.

97 PENTTONEN, MARKKU, Classically conditioned
lateralized head movements and bilaterally
recorded cingulate cortex responses in cats. -
Klassisesti ehdollistetut sivuttaiset päänliik-
keet ja molemminpuoliset aivojen pihtipoimun
vasteet kissalla. 74 p. Yhteenveto 3 p. 1993.

98 KORO, JUKKA, Aikuinen oman oppimisensa
ohjaajana. Itseohjautuvuus, sen kehittyminen
ja yhteys opetustuloksiin kasvatustieteen
avoimen korkeakouluopetuksen monimuoto-
kokeilussa. - Adults as managers of their own
learning. Self-directiveness, its development
and connection with the gognitive learning
results of an experiment on distance education
for the teaching of educational science. 238 p.
Summary 7 p. 1993.

99 LAIHIALA-KANKAINEN, SIRKKA, Formaalinen ja
funktionaalinen traditio kieltenopetuksessa.

Kieltenopetuksen oppihistoriallinen tausta
antiikista valistukseen. - Formal and
functional traditions in language teaching.
The theory -historical background of language
teaching from the classical period to the age of
reason. 288 p. Summary 6 p. 1993.

100 MÄKINEN, TERTTU, Yksilön varhaiskehitys
koulunkäynnin perustana. - Early
development as a foundation for school
achievement. 273 p. Summary 16 p. 1993.

101 KOTKAVIRTA, JUSSI, Practical philosophy and
modernity. A study on the formation of
Hegel’s thought. - Käytännöllinen filosofia ja
modernisuus. Tutkielma Hegelin ajattelun
muotoutumisesta. 238 p. Zusammenfassung
3 S. Yhteenveto 3 p. 1993.

102 EISENHARDT, PETER L., PALONEN, KARI, SUBRA,
LEENA, ZIMMERMANN RAINER E.(Eds.), Modern
concepts of existentialism. Essays on Sartrean
problems in philosophy, political theory and
aesthetics. 168 p. Tiivistelmä 2 p. 1993.

103 KERÄNEN, MARJA, Modern political science and
gender. A debate between the deaf and the
mute. - Moderni valtio-oppi ja nainen.
Mykkien ja kuurojen välinen keskustelu.
252 p. Tiivistelmä 4 p. 1993.

104 MATIKAINEN,TUULA, Työtaitojenkehittyminen
erityisammattikouluvaiheen aikana. -
Development of working skills in special
vocational school. 205 p. Summary 4 p. 1994.

105 PIHLAJARINNE, MARJA-LEENA, Nuoren sairastumi-
nen skitsofreeniseen häiriöön. Perheterapeut-
tinen tarkastelutapa. - The onset of
schizophrenic disorder at young age. Family
therapeutic study. 174 p. Summary 5 p. 1994.

106 KUUSINEN, KIRSTI-LIISA, Psyykkinen itsesäätely
itsehoidon perustana. Itsehoito I-tyypin
diabetesta sairastavilla aikuisilla. - Self-care
based on self-regulation. Self-care in adult
type I diabetics. 260 p. Summary 17 p. 1994.

107 MENGISTU, LEGESSE GEBRESELLASSIE,
Psychological classification of students with
and without handicaps. A tests of Holland’s
theory in Ethiopia. 209 p. 1994.

108 LESKINEN, MARKKU (ED.), Family in focus. New
perspectives on early childhood special
education. 158 p. 1994.

109 LESKINEN, MARKKU, Parents’ causal attributions
and adjustment to their child’s disability. -
Vanhempien syytulkinnat ja sopeutuminen
lapsensa vammaisuuteen. 104 p. Tiivistelmä
1 p. 1994.

110 MATTHIES, AILA-LEENA, Epävirallisen sektorin ja
hyvinvointivaltion suhteiden modernisoitu-
minen. - The informal sector and the welfare
state. Contemporary relationships. 63 p.
Summary 12 p. 1994.

111 AITTOLA, HELENA, Tutkimustyön ohjaus ja
ohjaussuhteet tieteellisessä jatkokoulutuk-
sessa. - Mentoring in postgraduate education.
285 p. Summary 5 p. 1995.

112 LINDÉN, MIRJA, Muuttuva syövän kuva ja
kokeminen. Potilaiden ja ammattilaistentul-
kintoja. - The changing image and experience
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of cancer. Accounts given by patients and
professionals. 234 p. Summary 5 p. 1995.

113 VÄLIMAA, JUSSI, Higher education cultural
approach. - Korkeakoulututkimuksen
kulttuurinäkökulma. 94 p. Yhteenveto 5 p.
1995.

114 KAIPIO, KALEVI, Yhteisöllisyys kasvatuksessa.
yhteisökasvatuksen teoreettinen analyysi ja
käytäntöön soveltaminen. - The community as
an educator. Theoretical analysis and practice
of community education. 250 p. Summary 3 p.
1995.

115 HÄNNIKÄINEN, MARITTA, Nukesta vauvaksi ja
lapsesta lääkäriksi. Roolileikkiin siirtymisen
tarkastelua piagetilaisesta ja kulttuurihistori-
allisen toiminnan teorian näkökulmasta. 73 p.
Summary  6 p. 1995.

116 IKONEN, OIVA. Adaptiivinen opetus. Oppimis-
tutkimus harjaantumiskoulun opetussuunni-
telma- ja seurantajärjestelmän kehittämisen
tukena. - The adaptive teaching. 90 p.
Summary 5 p. 1995.

117 SUUTAMA, TIMO, Coping with life events in old
age. - Elämän muutos- ja ongelmatilanteiden
käsittely iäkkäillä ihmisillä. 110 p. Yhteenveto
3 p. 1995.

118 DERSEH, TIBEBU BOGALE, Meanings Attached to
Disability, Attitudes towards Disabled People,
and Attitudes towards Integration. 150 p.
1995.

119 SAHLBERG, PASI, Kuka auttaisi opettajaa. Post-
moderni näkökulma opetuksen muu-tokseen
yhden kehittämisprojektin valossa. - Who
would help a teacher. A post-modern
perspective on change in teaching in light of
a school improvement project. 255 p. Summary
4 p. 1996.

120 UHINKI, AILO, Distress of unemployed job-
seekers described by the Zulliger Test using
the Comprehensive System. - Työttömien
työntekijöiden ahdinko kuvattuna Compre-
hensive Systemin mukaisesti käytetyillä
Zulligerin testillä. 61 p. Yhteenveto 3p. 1996.

121 ANTIKAINEN, RISTO, Clinical course, outcome
and follow-up of inpatients with borderline
level disorders. - Rajatilapotilaiden osasto-
hoidon tuloksellisuus kolmen vuoden
seurantatutkimuksessa Kys:n psykiatrian
klinikassa. 102 p. Yhteenveto 4 p. 1996.

122 RUUSUVIRTA, TIMO, Brain responses to pitch
changes in an acoustic environment in cats
and rabbits. - Aivovasteet kuuloärsykemuu-
toksiin kissoilla ja kaneilla. 45 p. Yhteenveto 2
p. 1996.

123 VISTI, ANNALIISA, Työyhteisön ja työn tuotta-
vuuden kehitys organisaation transformaa-
tiossa. - Dovelopment of the work communi-ty
and changes in the productivity of work
during an organizational transformation
process. 201 p. Summary 12 p. 1996.

124 SALLINEN, MIKAEL, Event-ralated brain
potentials to changes in the acustic environ-
ment buring sleep and sleepiness. - Aivojen
herätevasteet muutoksiin kuuloärsykesar-

jassa unen ja uneliaisuuden aikana. 104 p.
Yhteenveto 3 p. 1997.

125 LAMMINMÄKI, TUIJA, Efficasy of a multi-faceted
treatment for children with learning
difficulties. - Oppimisvaikeuksien neuro-
kognitiivisen ryhmäkuntoutuksen tuloksel-
lisuus ja siihen vaikuttavia tekijöitä. 56 p.
Yhteenveto 2 p. 1997.

126 LUTTINEN, JAANA, Fragmentoituva kulttuuripoli-
tiikka. Paikallisen kulttuuripolitiikan tulkinta-
kehykset Ylä-Savossa. - Fragmenting-cultural
policy. The interpretative frames of local
cultural politics in Ylä-Savo. 178 p. Summary
9 p. 1997.

127 MARTTUNEN, MIIKA, Studying argumentation in
higher education by electronic mail. -
Argumentointia yliopisto-opinnoissa sähkö-
postilla. 60 p. (164 p.) Yhteenveto 3 p. 1997.

128 JAAKKOLA, HANNA, Kielitieto kielitaitoon pyrittä-
essä. Vieraiden kielten opettajien käsityksiä
kieliopin oppimisesta ja opetta-misesta. -
Language knowledge and language ability.
Teachers´ conceptions of the role of grammar
in foreign language learning and teaching.
227 p. Summary 7 p. 1997.

129 SUBRA, LEENA, A portrait of the political agent
in Jean-Paul Sartre. Views on playing, acting,
temporality and subjectivity. - Poliittisen
toimijan muotokuva Jean-Paul Sartrella.
Näkymiä pelaamiseen, toimintaan,
ajallisuuteen ja subjektiivisuuteen. 248 p.
Yhteenveto 2 p. 1997.

130 HAARAKANGAS, KAUKO, Hoitokokouksen äänet.
Dialoginen analyysi perhekeskeisen psykiatri-
sen hoitoprosessin hoitokokous-keskusteluis-
ta työryhmän toiminnan näkökulmasta. - The
voices in treatment meeting. A dialogical
analysis of the treatment meeting
conversations in family-centred psychiatric
treatment process in regard to the team
activity. 136 p. Summary 8 p. 1997.

131 MATINHEIKKI-KOKKO, KAIJA, Challenges of
working in a cross-cultural environment.
Principles and practice of refugee settlement in
Finland. - Kulttuurienvälisen työn haasteet.
Periaatteet ja käytäntö maahanmuuttajien
hyvinvoinnin turvaamiseksi Suomessa. 130 p.
Yhteenveto 3 p. 1997.

132 KIVINIEMI, KARI, Opettajuuden oppimisesta
harjoittelun harhautuksiin. Aikuisopiskeli-
joiden kokemuksia opetusharjoittelusta ja sen
ohjauksesta luokanopettajakoulutuksessa. -
From the learning of teacherhood to the
fabrications of practice. Adult students´ ex-
periences of teaching practice and its super-
vision in class teacher education. 267 p.
Summary 8 p. 1997.

133 KANTOLA, JOUKO, Cygnaeuksen jäljillä käsityön-
opetuksesta teknologiseen kasvatukseen. - In
the footsteps of Cygnaeus. From handicraft
teaching to technological education. 211 p.
Summary 7 p. 1997.

134 KAARTINEN, JUKKA, Nocturnal body movements
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and sleep quality. - Yölliset kehon liikkeet ja
unen laatu. 85 p. Yhteenveto 3 p. 1997.

135 MUSTONEN, ANU, Media violence and its
audience. - Mediaväkivalta ja sen yleisö. 44 p.
(131 p.). Yhteenveto 2 p. 1997.

136 PERTTULA, JUHA, The experienced life-fabrics of
young men. - Nuorten miesten koettu
elämänkudelma. 218 p. Yhteenveto 3 p. 1998.

137 TIKKANEN, TARJA, Learning and education of
older workers. Lifelong learning at the margin.
- Ikääntyvän työväestön oppiminen ja koulu-
tus. Elinikäisen oppimisen marginaalissa.
83 p. (154 p.). Yhteenveto 6 p. 1998.

138 LEINONEN, MARKKU, Johannes Gezelius van-
hempi luonnonmukaisen pedagogiikan
soveltajana. Comeniuslainen tulkinta. -
Johannes Gezelius the elder as implementer of
natural padagogy. A Comenian interpretation.
237 p. Summary 7 p. 1998.

139 KALLIO, EEVA, Training of students’ scientific
reasoning skills. - Korkeakouluopiskelijoiden
tieteellisen ajattelun kehittäminen. 90 p.
Yhteenveto 1 p. 1998.

140 NIEMI-VÄKEVÄINEN, LEENA, Koulutusjaksot ja
elämänpolitiikka. Kouluttautuminen yksilöl-
listymisen ja yhteisöllisyyden risteysasemana.
- Sequences of vocational education as life
politics. Perspectives of invidualization and
communality. 210 p. Summary 6 p. 1998.

141 PARIKKA, MATTI, Teknologiakompetenssi.
Teknologiakasvatuksen uudistamishaasteita
peruskoulussa ja lukiossa. - Technological
competence. Challenges of reforming techno-
logy education in the Finnish comprehensive
and upper secondary school. 207 p. Summary
13 p. 1998.

142 TA OPETTAJAN APUNA - EDUCATIONAL TA FOR
TEACHER. Professori Pirkko Liikaselle omistettu
juhlakirja. 207 p. Tiivistelmä - Abstract 14 p.
1998.

143 YLÖNEN, HILKKA, Taikahattu ja hopeakengät -
sadun maailmaa. Lapsi päiväkodissa sadun
kuulijana, näkijänä ja kokijana. - The world of
the colden cap and silver shoes. How kinder
garten children listen to, view, and experience
fairy tales. 189 p. Summary 8 p. 1998.

144 MOILANEN, PENTTI, Opettajan toiminnan perus-
teiden tulkinta ja tulkinnan totuudellisuuden
arviointi. - Interpreting reasons for teachers’
action and the verifying the interpretations.
226 p. Summary 3p. 1998.

145 VAURIO, LEENA,  Lexical inferencing in reading
in english on the secondary level. - Sana-
päättely englanninkielistä tekstiä luettaessa
lukioasteella. 147 p. Yhteenveto 3 p. 1998.

146 ETELÄPELTO, ANNELI, The development of
expertise in information systems design. -
Asiantuntijuuden kehittyminen tietojärjestel-
mien suunnittelussa. 132 p. (221p.).
Yhteenveto 12 p. 1998.

147 PIRHONEN, ANTTI, Redundancy as a criterion for
multimodal user-interfaces. - Käsitteistö luo

näkökulman käyttöliittymäanalyysiin. 141 p.
Yhteenveto 3 p. 1998.

148 RÖNKÄ, ANNA, The accumulation of problems of
social functioning: outer, inner, and
behavioral strands. - Sosiaalinen selviytymi-
nen lapsuudesta aikuisuuteen: ongelmien
kasautumisen kolme väylää. 44 p. (129 p.)
Yhteenveto 3 p. 1999.

149 NAUKKARINEN, AIMO, Tasapainoilua kurinalai-
suuden ja tarkoituksenmukaisuuden välillä.
Oppilaiden ei-toivottuun käyttäytymiseen
liittyvän ongelmanratkaisun kehittäminen
yhden peruskoulun yläasteen tarkastelun
pohjalta. - Balancing rigor and relevance.
Developing problem-solving  associated with
students’ challenging behavior in the light of a
study of an upper  comprehensive school.
296 p. Summary 5 p. 1999.

150 HOLMA, JUHA, The search for a narrative.
Investigating acute psychosis and the need-
adapted treatment model from the narrative
viewpoint. - Narratiivinen lähestymistapa
akuuttiin psykoosiin ja tarpeenmukaisen
hoidon malliin. 52 p. (105 p.) Yhteenveto 3 p. 1999.

151 LEPPÄNEN, PAAVO H.T., Brain responses to
changes in tone and speech stimuli in infants
with and without a risk for familial dyslexia. -
Aivovasteet ääni- ja puheärsykkeiden muu-
toksiin vauvoilla, joilla on riski suvussa esiin-
tyvään dysleksiaan ja vauvoilla ilman tätä
riskiä. 100 p. (197 p.) Yhteenveto 4 p. 1999.

152 SUOMALA, JYRKI, Students’ problem solving
in the LEGO/Logo learning environment. -
Oppilaiden ongelmanratkaisu LEGO/Logo
oppimisympäristössä. 146 p. Yhteenveto 3 p.
1999.

153 HUTTUNEN, RAUNO, Opettamisen filosofia ja
kritiikki. - Philosophy, teaching, and critique.
Towards a critical theory of the philosophy of
education. 201 p. Summary 3p. 1999.

154 KAREKIVI, LEENA, Ehkä en kokeilisikaan, jos ....
Tutkimus ylivieskalaisten nuorten tupakoin-
nista ja päihteidenkäytöstä ja niihin liittyvästä
terveyskasvatuksesta vuosina 1989-1998. -
Maybe I wouldn´t even experiment if .... A
study on youth smoking and use of  intoxi-
cants in Ylivieska and related health educat-
ion in 1989-1998. 256 p. Summary 4 p. 1999.

155 LAAKSO, MARJA-LEENA, Prelinguistic skills and
early interactional context as predictors of
children´s language development. - Esi-
kielellinen kommunikaatio ja sen vuorovaiku-
tuksellinen konteksti lapsen kielen kehityksen
ennustajana. 127 p. Yhteenveto 2 p. 1999.

156 MAUNO, SAIJA, Job insecurity as a psycho-social
job stressor in the context of the work-family
interface. - Työn epävarmuus työn psyko-
sosiaalisena stressitekijänä työn ja perheen
vuorovaikutuksen kontekstissa. 59 p. (147 p.)
Yhteenveto 3 p. 1999.

157 MÄENSIVU KIRSTI, Opettaja määrittelijänä,
oppilas määriteltävänä. Sanallisen oppilaan
arvioinnin sisällön analyysi. -  The teacher as
a determiner - the pupil to be determined -
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content analysis of the written school reports.
215 p. Summary 5 p. 1999.

158 FELDT, TARU, Sense of coherence. Structure,
stability and health promoting role in working
life. - Koherenssin rakenne, pysyvyys ja
terveyttä edistävä merkitys työelämässä. 60 p.
(150 p.) Yhteenveto 5 p. 2000.

159 MÄNTY, TARJA, Ammatillisista erityisoppilaitok-
sista elämään. - Life after vocational special
education. 235 p. Summary 3 p. 2000.

160 SARJA, ANNELI, Dialogioppiminen pienryhmäs-
sä. Opettajaksi opiskelevien harjoitteluproses-
si terveydenhuollon opettajankoulutuksessa. -
Dialogic learning in a small group. The
process of student teachers´ teaching practice
during health care education. 165 p. Summary
7 p. 2000.

161 JÄRVINEN, ANITTA, Taitajat iänikuiset. - Kotkan
ammattilukiosta valmiuksia elämään, työelä-
mään ja jatko-opintoihin. - Age-old
craftmasters -Kotka vocational senior
secondary school - giving skills for life, work
and further studies. 224 p. Summary 2 p. 2000.

162 KONTIO, MARJA-LIISA, Laitoksessa asuvan
kehitysvammaisen vanhuksen haastava
käyttäytyminen ja hoitajan käyttämiä vaiku-
tuskeinoja. - Challenging behaviour of
institutionalized mentally retarded elderly
people and measures taken by nurses to
control it. 175 p. Summary 3 p. 2000.

163 KILPELÄINEN, ARJA, Naiset paikkaansa etsimäs-
sä. Aikuiskoulutus naisen elämänkulun
rakentajana. - Adult education as determinant
of woman’s life-course. 155 p. Summary 6 p.
2000.

164 RIITESUO, ANNIKKI, A preterm child grows.
Focus on speech and language during the
first two years. - Keskonen kasvaa: puheen
ja kielen kehitys kahtena ensimmäisenä elin-
vuotena. 119 p. Tiivistelmä 2 p. 2000.

165 TAURIAINEN, LEENA, Kohti yhteistä laatua.  -
Henkilökunnan, vanhempien ja lasten laatu-
käsitykset päiväkodin integroidussa erityis-
ryhmässä. - Towards common quality: staff’s,
parents’ and children’s conseptions of quality
in an integration group at a daycare center.
256 p. Summary 6 p. 2000.

166 RAUDASKOSKI, LEENA, Ammattikorkeakoulun
toimintaperustaa etsimässä. Toimilupahake-
musten sisällönanalyyttinen tarkastelu. - In
search for the founding principles of the
Finnishpolytechnic institutes. A content
analysis of the licence applications. 193 p.
Summary 4 p. 2000.

167 TAKKINEN, SANNA, Meaning in life and its
relation to functioning in old age. - Elämän
tarkoituksellisuus ja sen yhteydet toiminta-
kykyyn vanhuudessa. 51 p. (130 p.)
Yhteenveto 2 p. 2000.

168 LAUNONEN, LEEVI, Eettinen kasvatusajattelu
suomalaisen koulun pedagogisissa teksteissä
1860-luvulta 1990-luvulle. - Ethical thinking

in Finnish school’s pedagogical texts from the
1860s to the 1990s. 366 p. Summary 3 p. 2000.

169 KUORELAHTI, MATTI, Sopeutumattomien luokka-
muotoisen erityisopetuksen tuloksellisuus. -
The educational outcomes of special classes
for emotionally/ behaviorally disordered
children and youth. 176 p. Summary 2p.
2000.

170 KURUNMÄKI, JUSSI, Representation, nation and
time. The political rhetoric of the 1866
parliamentary reform in Sweden. - Edustus,
kansakunta ja aika. Poliittinen retoriikka
Ruotsin vuoden 1866 valtiopäiväreformissa.
253 p. Tiivistelmä 4 p. 2000.

171 RASINEN, AKI, Developing technology
education. In search of curriculum elements
for Finnish general education schools. 158 p.
Yhteenveto 2 p. 2000.

172 SUNDHOLM, LARS, Itseohjautuvuus organisaatio-
muutoksessa. - Self-determination in
organisational change. 180 p. Summary 15 p.
2000.

173 AHONNISKA-ASSA, JAANA, Analyzing change in
repeated neuropsychological assessment. 68
p. (124 p.) Yhteenveto 2 p. 2000.

174 HOFFRÉN, JARI, Demokraattinen eetos – rajoista
mahdollisuuksiin. - The democratic ethos.
From limits to possibilities? 217 p. Summary
2 p. 2000.

175 HEIKKINEN, HANNU L. T.,  Toimintatutkimus,
tarinat ja opettajaksi tulemisen taito.
Narratiivisen identiteettityön kehittäminen
opettajankoulutuksessa toimintatutkimuksen
avulla. - Action research, narratives and the
art of becoming a teacher. Developing
narrative identity work in teacher education
through action research. 237 p. Summary 4 p.
2001.

176 VUORENMAA, MARITTA, Ikkunoita arvioin- nin
tuolle puolen. Uusia avauksia suoma-
laiseen koulutusta koskevaan evaluaatio-
keskusteluun. - Views across assessment:
New openings into the evaluation
discussion on Finnish education. 266 p.
Summary 4 p. 2001.

177 LITMANEN, TAPIO, The struggle over risk. The
spatial, temporal, and cultural dimensions of
protest against nuclear technology. - Kamp-
pailu riskistä. Ydinteknologian vastaisen
protestin tilalliset, ajalliset ja kulttuuriset
ulottuvuudet. 72 p. (153 p.) Yhteenveto 9 p.
2001.

178 AUNOLA, KAISA, Children’s and adolescents’
achievement strategies, school adjustment,
and family environment. -  Lasten ja nuorten
suoritusstrategiat koulu- ja perheympäristöis-
sä. 51 p. (153 p.) Yhteenveto 2 p. 2001.

179 OKSANEN, ELINA , Arvioinnin kehittäminen
erityisopetuksessa. Diagnosoinnista oppimi-
sen ohjaukseen laadullisena tapaustutkimuk-
sena. - Developing assessment practices in
special education. From a static approach to
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dynamic approach applying qualitative case.
182 p. Summary 5 p. 2001.

180 VIITTALA, KAISU, “Kyllä se tommosellaki lapsel-
la on kovempi urakka”. Sikiöaikana alkoholil-
le altistuneiden huostaanotettujen lasten
elämäntilanne, riskiprosessit ja suojaavat
prosessit. - “It’s harder for that kind of child to
get along”. The life situation of the children
exposed to alcohol in utero and taken care of
by society, their risk and protective processes.
316 p. Summary 4 p. 2001.

181 HANSSON, LEENI, Networks matter. The role of
informal social networks in the period of socio-
economic reforms of the 1990s in Estonia. -
Verkostoilla on merkitystä: infor-maalisten
sosiaalisten verkostojen asema Virossa
1990-luvun sosio-ekonomisten muutosten
aikana. 194 p. Yhteenveto 3 p. 2001.

182 BÖÖK, MARJA LEENA, Vanhemmuus ja vanhem-
muuden diskurssit työttömyystilanteessa . -
Parenthood and parenting discourses in a
situation of unemployment. 157 p. Summary
5 p. 2001.

183 KOKKO, KATJA, Antecedents and
consequences of long-term unemployment.
- Pitkäaikaistyöttömyyden ennakoijia ja seu-
rauksia. 53 p. (115 p.) Tiivistelmä 3 p. 2001.

184 KOKKONEN, MARJA, Emotion regulation
and physical health in adulthood: A
longitudinal, personality-oriented
approach. - Aikuisiän tunteiden säätely ja
fyysinen terveys: pitkittäistutkimuksellinen
ja persoonallisuuskeskeinen lähestymis-
tapa. 52 p. (137 p.) Tiivistelmä 3 p. 2001.

185 MÄNNIKKÖ, KAISA, Adult attachment styles:
A Person-oriented approach. - Aikuisten
kiintymystyylit. 142 p. Yhteenveto 5 p. 2001.

186 KATVALA, SATU, Missä äiti on? Äitejä ja äitiyden
uskomuksia sukupolvien saatossa. - Where's
mother? Mothers and maternal beliefs over
generations. 126 p. Summary 3 p. 2001.

187 KIISKINEN, ANNA-LIISA, Ympäristöhallinto
vastuullisen elämäntavan edistäjänä.
 - Environmental administration as
promoter of responsible living. 229 p.
Summary 8 p. 2001.

188 SIMOLA, AHTI, Työterveyshuolto-organi-
saation toiminta, sen henkilöstön henkinen
hyvinvointi ja toiminnan tuloksellisuus.-
Functioning of an occupational health
service organization and its relationship to
the mental well-being of its personnel, client
satisfaction, and economic profitability. 192 p.
Summary 12 p. 2001.

189 VESTERINEN, PIRKKO, Projektiopiskelu- ja oppi-
minen ammattikorkeakoulussa. - Project -
based studying and learning in the
polytechnic. 257 p. Summary 5 p. 2001.

190 KEMPPAINEN, JAANA, Kotikasvatus kolmessa
sukupolvessa. - Childrearing in three
generations. 183 p. Summary 3 p. 2001.

191 HOHENTHAL-ANTIN LEONIE, Luvan ottaminen –
Ikäihmiset teatterin tekijöinä. - Taking

permission– Elderly people as theatre makers.
183 p. Summary 5 p. 2001.

192 KAKKORI, LEENA, Heideggerin aukeama.
Tutkimuksia totuudesta ja taiteesta Martin
Heideggerin avaamassa horisontissa.
- Heidegger's clearing. Studies on truth and
art in the horizon opened by Martin Heideg-
ger. 156 p. Summary 2 p. 2001.

193 NÄRHI, VESA, The use of clinical neuro-
psychological data in learning disability
research. - Asiakastyön yhteydessä kerätyn
neuropsykologisen aineiston käyttö
oppimisvaikeustutkimuksessa. 103 p.
Yhteenveto 2 p. 2002.

194 SUOMI, ASTA, Ammattia etsimässä.
Aikuisopiskelijat kertovat sosiaaliohjaaja-
koulutuksesta ja narratiivisen pätevyyden
kehittymisestä. - Searching for professional
identity. Adult students' narratives on the
education of a social welfare supervisor and
the development of narrative competence.
183 p. Summary 2 p. 2002.

195 PERKKILÄ, PÄIVI, Opettajien matematiikka-
uskomukset ja matematiikan oppikirjan
merkitys alkuopetuksessa. 212 p.
- Teacher's mathematics beliefs and
meaning of mathematics textbooks in the
first and the second grade in primary
school. Summary 2 p. 2002.

196 VESTERINEN, MARJA-LIISA, Ammatillinen har-
joittelu osana asiantuntijuuden kehittymistä
ammattikorkeakoulussa. - Promoting
professional expertise by developing practical
learning at the polytechnic. 261 p. Summary
5 p. 2002.

197 POHJANEN, JORMA, Mitä kello on? Kello moder-
nissa yhteiskunnassa ja sen sosiologisessa
teoriassa. - What's the time. Clock on
modern society and in it's sociological
theory. 226 p. Summary 3 p. 2002.

198 RANTALA, ANJA, Perhekeskeisyys – puhetta vai
todellisuutta? Työntekijöiden käsitykset
yhteistyöstä erityistä tukea tarvitsevan lapsen
perheen kanssa. - Family-centeredness
rhetoric or reality? Summary 3 p. 2002.

199 VALANNE, EIJA, "Meidän lapsi on arvokas"
Henkilökohtainen opetuksen järjestämistä
koskeva suunnitelma (HOJKS) kunnallisessa
erityiskoulussa. - "Our child is precious" - The
individual educational plan in the context of
the special school. 219 p. Yhteenveto 2 p. 2002.

200 HOLOPAINEN, LEENA, Development in
reading and reading related skills; a follow-
up study from pre-school to the fourth
grade. 57 p. (138 p.) Yhteenveto 3 p. 2002.

201 HEIKKINEN, HANNU, Draaman maailmat
oppimisalueina. Draamakasvatuksen vakava
leikillisyys. - Drama worlds as learning areas -
the serious playfulness os drama education.
164 p. Summary 5 p. 2002.

202 HYTÖNEN, TUIJA, Exploring the practice of
human resource development as a field of
professional expertise. - Henkilöstön
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kehittämistyön asiantuntijuuden rakentumi-
nen.  137 p. (300 p.) Yhteenveto 10 p. 2002.

203 RIPATTI, MIKKO, Arvid Järnefeldt kasvatus-
ajattelijana.  246 p. Summary 4 p. 2002.

204 VIRMASALO, ILKKA, Perhe, työttömyys ja lama.
 - Families, unemployment and the economic
depression. 121 p. Summary 2 p. 2002.

205 WIKGREN, JAN, Diffuse and discrete associations
in aversive classical conditioning. - Täsmäl-
liset ja laaja-alaiset ehdollistumat klassisessa
aversiivisessa ehdollistumisessa. 40 p. (81 p.)
Yhteenveto 2 p. 2002.

206 JOKIVUORI, PERTTI, Sitoutuminen työorgani-
saatioon ja ammattijärjestöön. - Kilpailevia
vai täydentäviä?- Commitment to organisation
and trade union. Competing or
complementary? 132 p. Summary 8 p. 2002.

207 GONZÁLEZ VEGA, NARCISO, Factors affecting
simulator-training effectiveness. 162 p.
Yhteenveto 1 p. 2002.

208 SALO, KARI, Teacher Stress as a Longitudinal
Process - Opettajien stressiprosessi. 67 p.
Yhteenveto 2 p. 2002.

209 VAUHKONEN, JOUNI, A rhetoric of reduction.
Bertrand de Jouvenel’s pure theory of politics
as persuasion. 156 p. Tiivistelmä 2 p. 2002.

210 KONTONIEMI, MARITA,  ”Milloin sinä otat itseäsi
niskasta kiinni?” Opettajien kokemuksia
alisuoriutujista. - ”When will you pull your
socks up?” Teachers´ experiences of
underachievers. 218 p. Summary 3 p. 2003.

211 SAUKKONEN, SAKARI, Koulu ja yksilöllisyys;
Jännitteitä, haasteita ja mahdollisuuksia.
- School and individuality: Tensions,
challenges and possibilities. 125 p. Summary
3 p. 2003.

212 VILJAMAA, MARJA-LEENA, Neuvola tänään ja
huomenna. Vanhemmuuden tukeminen,
perhekeskeisyys ja vertaistuki. - Child and
maternity welfare clinics today and tomorrow.
Supporting parenthood, family-centered
sevices and peer groups. 141 p. Summary 4 p.
2003.

213 REMES, LIISA,  Yrittäjyyskasvatuksen kolme
diskurssia. - Three discourses in
entrepreneurial learning. 204 p. Summary 2 p.
2003.

214 KARJALA, KALLE, Neulanreiästä panoraamaksi.
Ruotsin kulttuurikuvan ainekset eräissä
keskikoulun ja B-ruotsin vuosina 1961–2002
painetuissa oppikirjoissa. - From pinhole to
panorama – The culture of Sweden presented
in some middle and comprehensive school
textbooks printed between 1961 and 2002.
308 p. Summary 2 p. 2003.

215 LALLUKKA, KIRSI,  Lapsuusikä ja ikä lapsuudes-
sa. Tutkimus 6–12 -vuotiaiden sosiokulttuu-
risesta ikätiedosta. -  Childhood age and age
in childhood. A study on the sociocultural
knowledge of age.  234 p. Summary 2 p. 2003.

216 PUUKARI, SAULI, Video Programmes as Learning
Tools. Teaching the Gas Laws and Behaviour
of Gases in Finnish and Canadian Senior
High Schools.  361 p. Yhteenveto 6 p. 2003.

217 LOISA, RAIJA-LEENA, The polysemous
contemporary concept. The rhetoric of the
cultural industry. - Monimerkityksinen
nykykäsite. Kulttuuriteollisuuden retoriikka.
244 p. Yhteenveto 2 p. 2003.

218 HOLOPAINEN, ESKO, Kuullun ja luetun tekstin
ymmärtämisstrategiat ja -vaikeudet peruskou-
lun kolmannella ja yhdeksännellä luokalla. -
Strategies for listening and reading
comprehension and problematic listening and
reading comprehension of the text during the
third and ninth grades of primary school.
135 p. Summary 3 p. 2003.

219 PENTTINEN, SEPPO, Lähtökohdat liikuntaa
opettavaksi luokanopettajaksi. Nuoruuden
kasvuympäristöt ja opettajankoulutus
opettajuuden kehitystekijöinä.- Starting points
for a primary school physical education
teacher. The growth environment of
adolescence and teacher education as
developmental factors of teachership.
201 p. Summary 10 p. 2003.

220 IKÄHEIMO, HEIKKI, Tunnustus, subjektiviteetti ja
inhimillinen elämänmuoto: Tutkimuksia
Hegelistä ja persoonien välisistä tunnustus-
suhteista. - Recognition, subjectivity and the
human life form: studies on Hegel and
interpersonal recognition. 191 p. Summary
3 p. 2003.

221 ASUNTA, TUULA, Knowledge of environmental
issues. Where pupils acquire information and
how it affects their attitudes, opinions, and
laboratory behaviour - Ympäristöasioita
koskeva tieto. Mistä oppilaat saavat informaa-
tiota ja miten se vaikuttaa heidän asenteisiin-
sa, mielipiteisiinsä ja laboratoriokäyttäytymi-
seensä. 159 p. Yhteenveto 4 p. 2003.

222 KUJALA, ERKKI, Sodan pojat. Sodanaikaisten
pikkupoikien lapsuuskokemuksia isyyden
näkökulmasta - The sons of war. 229 p.
Summary 2 p. 2003.

223 JUSSI KURUNMÄKI & KARI PALOINEN (Hg./eds.)
Zeit, Geschicte und Politik. Time, history and
politics. Zum achtzigsten Geburtstag von
Reinhart Koselleck. 310 p. 2003.

224 LAITINEN, ARTO, Strong evaluation without
sources. On Charles Taylor’s philosophical
anthropology and cultural moral realism.
- Vahvoja arvostuksia ilman lähteitä.
Charles Taylorin filosofisesta antropolo-
giasta ja kulturalistisesta moraalirealis-
mista. 358 p. Yhteenveto 4 p. 2003.

225 GUTTORM, TOMI K. Newborn brain responses
measuring feature and change detection and
predicting later language development in
children with and without familial risk for
dyslexia. -  Vastasyntyneiden aivovasteet
puheäänteiden ja niiden muutosten havait-
semisessa sekä myöhemmän kielen kehityk-
sen ennustamisessa dysleksia-riskilapsilla.
81 p. (161 p.) Yhteenveto 3 p. 2003.
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226 NAKARI, MAIJA-LIISA, Työilmapiiri,  työnte-
kijöiden hyvinvointi ja muutoksen mah-
dollisuus - Work climate, employees’ well-
being and the possibility of change. 255 p.
Summary 3 p. 2003.

227 METSÄPELTO, RIITTA-LEENA, Individual
differences in parenting: The five-factor
model of personality as an explanatory
framework - Lastenkasvatus ja sen yhteys
vanhemman persoonallisuuden piirteisiin.
53 p. (119 p.) Tiivistelmä 3 p. 2003.

228 PULKKINEN, OILI, The labyrinth of politics -
A conceptual approach to the modes of the
political in the scottish enlightenment. 144 p.
Yhteenveto 2 p. 2003.

229 JUUJÄRVI, PETRI, A three-level analysis of
reactive aggression among children. -
Lasten aggressiivisiin puolustusreaktioihin
vaikuttavien tekijöiden kolmitasoinen
analyysi. 39 p. (115 p.) Yhteenveto 2 p.
2003.

230 POIKONEN, PIRJO-LIISA, “Opetussuunnitelma
on sitä elämää”. Päiväkoti-kouluyhteisö
opetussuunnitelman kehittäjänä. - “The
curriculum is part of our life”. The day-cara -
cum - primary school community as a
curriculum developer. 154 p. Summary 3 p.
2003.

231 SOININEN, SUVI, From a ‘Necessary Evil’ to an
art of contingency: Michael Oakeshott’s
conception of political activity in British
postwar political thought. 174 p. Summary
2p. 2003.

232 ALARAUDANJOKI, ESA, Nepalese child labourers’
life-contexts, cognitive skills and well-being.
- Työssäkäyvien nepalilaislasten elämän-
konteksti, kognitiiviset taidot ja hyvinvointi.
62 p. (131 p.) Yhteenveto 4 p. 2003.

233 LERKKANEN, MARJA-KRISTIINA, Learning to read.
Reciprocal processes and individual
pathways. - Lukemaan oppiminen:
vastavuoroiset prosessit ja yksilölliset
oppimispolut. 70 p. (155 p.) Yhteenveto 5 p.
2003.

234 FRIMAN, MERVI,  Ammatillisen asiantuntijan
etiikka ammattikorkeakoulutuksessa.
- The ethics of a professional expert in the
context of polytechnics. 199 p. 2004.

235 MERONEN, AULI,  Viittomakielen omaksumi-
sen yksilölliset tekijät. - Individual
differences in sign language abilities. 110 p.
Summary 5 p. 2004.

236 TIILIKKALA, LIISA, Mestarista tuutoriksi.
          Suomalaisen ammatillisen opettajuuden
          muutos ja jatkuvuus. - From master to tutor.

Change and continuity in Finnish vocational
teacherhood. 281 p. Summary 3 p. 2004.

237 ARO, MIKKO, Learning to read: The effect of
orthography. - Kirjoitusjärjestelmän vaikutus
lukemaan oppimiseen. 44 p. (122 p.)
Tiivistelmä 2 p. 2004.

238 LAAKSO, ERKKI, Draamakokemusten äärellä.
Prosessidraaman oppimispotentiaali

opettajaksi opiskelevien kokemusten valossa.
- Encountering drama experiences. The
learning potential of process drama in the
light of student teachers’ experiences. 230 p.
Summary 7 p. 2004.

239 PERÄLÄ-LITTUNEN, SATU, Cultural images of a
good mother and a good father in three
generations. - Kulttuuriset mielikuvat
hyvästä äidistä ja hyvästä isästä kolmessa
sukupolvessa. 234 p. Yhteenveto 7 p. 2004.

240 RINNE-KOISTINEN, EVA-MARITA, Perceptions of
health: Water and sanitation problems in
rural and urban communities in Nigeria.
129 p. (198 p.) Yhteenveto 3 p. 2004.

241 PALMROTH, AINO, Käännösten kautta
kollektiiviin.  Tuuliosuuskunnat toimija-
verkkoina. - From translation to collective.
Wind turbine cooperatives as actor
networks. 177 p. Summary 7 p. 2004.

242 VIERIKKO, ELINA, Genetic and environmental
effects on aggression. - Geneettiset ja ympä-
ristötekijät aggressiivisuudessa. 46 p. (108 p.)
Tiivistelmä 3 p. 2004.

243 NÄRHI, KATI,  The eco-social approach in social
work and the challenges to the expertise of
social work. - Ekososiaalinen viitekehys ja
haasteet sosiaalityön asiantuntijuudelle.
106 p. (236 p.) Yhteenveto 7 p. 2004.

244 URSIN, JANI, Characteristics of Finnish medical
and engineering research group work.
- Tutkimusryhmätyöskentelyn piirteet lääke-
ja teknisissä tieteissä. 202 p. Yhteenveto 9 p.
2004.

245 TREUTHARDT, LEENA, Tulosohjauksen yhteis-
kunnalliuus Jyväskylän yliopistossa.
Tarkastelunäkökulmina muoti ja seurustelu.
- The management by results a fashion and
social interaction at the University of
Jyväskylä. 228 p. Summary 3 p. 2004.

246 MATTHIES, JÜRGEN, Umweltpädagogik in der
Postmoderne. Eine philosophische Studie
über die Krise des Subjekts im
umweltpädagogischen Diskurs.
 - Ympäristökasvatus postmodernissa.
Filosofinen tutkimus subjektin kriisistä
ympäristökasvatuksen diskurssissa.400 p.
Yhteenveto 7 p. 2004.

247 LAITILA, AARNO, Dimensions of expertise in
family therapeutic process. - Asiantunti-
juuden ulottuvuuksia perheterapeuttisessa
prosessissa. 54 p. (106 p.) Yhteenveto 3 p.
2004.

248 LAAMANEN (ASTIKAINEN), PIIA, Pre-attentive
detection of changes in serially presented
stimuli in rabbits and humans. - Muutoksen
esitietoinen havaitseminen sarjallisesti
esitetyissä ärsykkeissä kaneilla ja ihmisillä.
35 p. (54 p.) Yhteenveto 3 p. 2004.

249 JUUSENAHO, RIITTA, Peruskoulun rehtoreiden
johtamisen eroja. Sukupuolinen näkökulma.
- Differences in comprehensive school
leadership and management. A gender-based
approach. 176p. Summary 3 p. 2004.
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250 VAARAKALLIO, TUULA, ”Rotten to the Core”.
Variations of French nationalist anti-system
rhetoric.  – ”Systeemi on mätä”. Ranska-
laisten nationalistien järjestelmän vastainen
retoriikka. 194 p. Yhteenveto 3 p. 2004.

251 KUUSINEN, PATRIK, Pitkäaikainen kipu ja
depressio. Yhteyttä säätelevät tekijät.
–  Chronic pain and depression: psychosocial
determinants regulating the relationship.
139 p. Summary 8 p. 2004.

252 HÄNNIKÄINEN-UUTELA, ANNA-LIISA, Uudelleen
juurtuneet. Yhteisökasvatus vaikeasti
päihderiippuvaisten narkomaanien kuntou-
tuksessa. –  Rooted again. Community
education in the rehabilitation of substance
addicts. 286 p. Summary 3 p. 2004.

253 PALONIEMI, SUSANNA, Ikä, kokemus ja osaa-
minen työelämässä. Työntekijöiden käsityksiä
iän ja kokemuksen merkityksestä ammatil-
lisessa osaamisessa ja sen kehittämisessä.
- Age, experience and competence in working
life. Employees' conceptions of the the
meaning and experience in professional
competence and its development. 184 p.
Summary 5 p. 2004.

254 RUIZ CEREZO, MONTSE, Anger and Optimal
Performance in Karate. An Application of the
IZOF Model. 55 p. (130 p.) Tiivistelmä 2 p.
2004.

255 LADONLAHTI, TARJA, Haasteita palvelujärjes-
telmälle. Kehitysvammaiseksi luokiteltu
henkilö psykiatrisessa sairaalassa.
- Challenges for the human service system.
Living in a psychiatric hospital under the
label of mental retardation. 176 p. Summary
3 p. 2004.

256 KOVANEN PÄIVI, Oppiminen ja asiantuntijuus
varhaiskasvatuksessa. Varhaisen oppimaan
ohjaamisen suunnitelma erityistä tukea
tarvitsevien lasten ohjauksessa. - Learning
and expertice in early childhood education. A
pilot work in using VARSU with children
with special needs. 175 p. Summary 2 p. 2004.

257 VILMI, VEIKKO, Turvallinen koulu. Suoma-
laisten näkemyksiä koulutuspalvelujen
kansallisesta ja kunnallisesta priorisoinnista.
- Secure education. Finnish views on the
national and municipal priorities of
Finland’s education services. 134 p.
Summary 5 p. 2005.

258 ANTTILA, TIMO, Reduced working hours.
Reshaping the duration, timing and tempo
of work. 168 p. Tiivistelmä 2 p. 2005.

259 UGASTE, AINO, The child’s play world at home
and the mother’s role in the play. 207 p.
Tiivistelmä 5 p. 2005.

260 KURRI, KATJA, The invisible moral order:
Agency, accountability and responsibility
in therapy talk. 38 p. (103 p.). Tiivistelmä 1 p.
2005.

261 COLLIN, KAIJA, Experience and shared practice
– Design engineers’ learning at work.– Suun-
nitteluinsinöörien työssä oppiminen
– kokemuksellisuutta ja jaettuja käytäntöjä.
124 p. (211 p.). Yhteenveto 6 p. 2005.

262 KURKI, EIJA, Näkyvä ja näkymätön. Nainen
Suomen helluntailiikkeen kentällä. – Visible
and invisible. Women in the Finnish
pentecostal movement. 180 p. Summary 2 p.
2005.

263 HEIMONEN, SIRKKALIISA, Työikäisenä Alzhei-
merin tautiin sairastuneiden ja heidän
puolisoidensa kokemukset sairauden
alkuvaiheessa. – Experiences of persons
with early onset Alzheimer’s disease and
their spouses in the early stage of the disease.
138 p. Summary 3 p. 2005.

264 PIIROINEN, HANNU, Epävarmuus, muutos ja
ammatilliset jännitteet. Suomalainen
sosiaalityö 1990-luvulla sosiaalityöntekijöi-
den tulkinnoissa. – Uncertainty, change  and
professional tensions. The Finnish social
work in the 1990s in the light of social
workers’ representations. 207 p. Summary
2 p. 2005.

265 MÄKINEN, JARMO, Säätiö ja maakunta.
Maakuntarahastojärjestelmän kentät ja
verkostot. – Foundation and region: Fields and
networks of the system of the regional funds.
235 p. Summary 3 p. 2005.

266 PETRELIUS, PÄIVI, Sukupuoli ja subjektius
sosiaalityössä. Tulkintoja naistyöntekijöiden
muistoista. – Gender and subjectivity in social
work – interpreting women workers’
memories. 67 p. (175 p.) 2005.

267 HOKKANEN, TIINA, Äitinä ja isänä eron jälkeen.
Yhteishuoltajavanhemmuus arjen kokemuk-
sena. – As a mother and a father after divoce.
Joint custody parenthood as an everyday life
experience. 201 p. Summary 8 p. 2005.

268 HANNU SIRKKILÄ, Elättäjyyttä vai erotiikkaa.
Miten suomalaiset miehet legitimoivat pari-
suhteensa thaimaalaisen naisen kanssa?
– Breadwinner or eroticism. How Finnish
men legitimatize their partnerships with Thai
women. 252 p. Summary 4 p. 2005.

269 PENTTINEN, LEENA, Gradupuhetta tutkielma-
seminaarissa. – Thesis discourse in an
undergraduate research seminar. 176 p.
Summary 8 p. 2005.

270 KARVONEN, PIRKKO, Päiväkotilasten lukuleikit.
Lukutaidon ja lukemistietoisuuden kehit-
tyminen  interventiotutkimuksessa– Reading
Games for Children in Daycare Centers. The
Development of Reading Ability and Reading
Awareness in an Intervention Study . 179 p.
Summary 3 p. 2005.

271 KOSONEN, PEKKA A., Sosiaalialan ja hoitotyön
asiantuntijuuden kehitysehdot ja
opiskelijavalinta. – Conditions of expertise
development in nursing and and social care,
and criteria for student selection. 276 p.
Summary 3 p. 2005.
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272 NIIRANEN-LINKAMA, PÄIVI, Sosiaalisen
transformaatio sosiaalialan asiantuntun-
tijuuden diskurssissa. – Transformation of
the social in the discourse  of social work
expertise. 200 p. Summary 3 p. 2005.

273 KALLA, OUTI, Characteristics, course and
outcome in first-episode psychosis.
A cross-cultural comparison of Finnish
and Spanish patient groups. – Ensiker-
talaisten psykoosipotilaiden psyykkis-
sosiaaliset ominaisuudet, sairaudenkulku
ja ennuste. Suomalaisten ja espanjalaisten
potilasryhmien vertailu. 75 p. (147 p.)
Tiivistelmä 4 p. 2005.

274 LEHTOMÄKI, ELINA, Pois oppimisyhteiskun-
nan marginaalista? Koulutuksen merkitys
vuosina 1960–1990 opiskelleiden lapsuu-
destaan kuurojen ja huonokuuloisten
aikuisten elämänkulussa. - Out from the
margins of the learning society? The
meaning of education in the life course of
adults who studied during the years 1960-
1990 and were deaf or hard-of-hearing
from childhood. 151 p. Summary 5 p. 2005.

275 KINNUNEN, MARJA-LIISA, Allostatic load in
relation to psychosocial stressors and
health. - Allostaattinen kuorma ja sen suhde
psykososiaalisiin stressitekijöihin ja
terveyteen. 59 p. (102 p.)  Tiivistelmä 3 p.
2005.

 276 UOTINEN, VIRPI, I’m as old as I feel. Subjective
age in Finnish adults. -  Olen sen ikäinen
kuin tunnen olevani. Suomalaisten aikuis-
ten subjektiivinen ikä.  64 p. (124 p.)
Tiivistelmä 3 p. 2005.

 277 SALOKOSKI, TARJA, Tietokonepelit ja niiden
pelaaminen. - Electronic games: content and
playing activity. 116 p. Summary 5 p. 2005.

278 HIHNALA, KAUKO, Laskutehtävien suoritta-
misesta käsitteiden ymmärtämiseen.Perus-
koululaisen matemaattisen ajattelun
kehittyminen aritmetiikasta algebraan
siirryttäessä. - Transition from the
performing of arithmetic tasks to the
understanding of concepts. The
development of pupils' mathematical
thinking when shifting from arithmetic to
algebra in comprehensive school. 169 p.
Summary 3 p. 2005.

279 WALLIN, RISTO, Yhdistyneet kansakunnat
organisaationa. Tutkimus käsitteellisestä
muutoksesta maailmanjärjestö rgani-
soinnin periaatteissa  - From the league to
UN. The move to an organizational
vocabulary of international relations. 172 p.
Summary 2 p. 2005.

280 VALLEALA, ULLA MAIJA, Yhteinen ymmär-
täminen koulutuksessa ja työssä. Kontekstin
merkitys ymmärtämisessä opiskelijaryh-
män ja työtiimin keskusteluissa. - Shared
understanding in education and work.

Context of understanding in student group
and work team discussions. 236 p. Summary
7 p. 2006.

281 RASINEN, TUIJA, Näkökulmia vieraskieliseen
perusopetukseen. Koulun kehittämishank-
keesta koulun toimintakulttuuriksi.
- Perspectives on content and language
integrated learning. The impact of a
development project on a school’s
activities. 204 . Summary 6 p. 2006.

282 VIHOLAINEN, HELENA, Suvussa esiintyvän
lukemisvaikeusriskin yhteys motoriseen ja
kielelliseen kehitykseen. Tallaako lapsi
kielensä päälle? - Early motor and language
development in children at risk for familial
dyslexia. 50 p. (94 p.) Summary 2 p. 2006.

283 KIILI, JOHANNA, Lasten osallistumisen
voimavarat. Tutkimus Ipanoiden osallistu-
misesta. - Resources for children’s
participation. 226 p. Summary 3 p. 2006.

284 LEPPÄMÄKI, LAURA, Tekijänoikeuden oikeut-
taminen. - The justification of copyright.
125 p. Summary 2 p. 2006.

285 SANAKSENAHO, SANNA, Eriarvoisuus ja
luottamus 2000-luvun taitteen Suomessa.
Bourdieulainen näkökulma. - Inequality and
trust in Finland at the turn of the 21st
century: Bourdieuan approach.
150 p. Summary 3 p. 2006.

286 VALKONEN, LEENA, Millainen on hyvä äiti tai
isä? Viides- ja kuudesluokkalaisten lasten
vanhemmuuskäsitykset.  - What is a good
father or good mother like? Fifth and sixth
graders’ conceptions of parenthood. 126 p.
Summary 5 p. 2006.

287 MARTIKAINEN, LIISA, Suomalaisten nuorten
aikuisten elämään tyytyväisyyden monet
kasvot.  - The many faces of life satisfaction
among Finnish young adult’s. 141 p.
Summary 3 p. 2006.

288 HAMARUS, PÄIVI, Koulukiusaaminen ilmiönä.
Yläkoulun oppilaiden kokemuksia
kiusaamisesta. - School bullying as a
phenomenon. Some experiences of Finnish
lower secondary school pupils. 265 p.
Summary 6 p. 2006.

289 LEPPÄNEN, ULLA, Development of literacy in
kindergarten and primary school.
Tiivistelmä 2 p. 49 p. ( 145 p.) 2006.

290 KORVELA, PAUL-ERIK, The Machiavellian
reformation. An essay in political theory.
171 p. Tiivistelmä 2 p. 2006.

291 METSOMÄKI, MARJO, “Suu on syömistä
varten”. Lasten ja aikuisten kohtaamisia

ryhmäperhepäiväkodin ruokailutilanteissa.
- Encounters between children and adults
in group family day care dining situations.
251 p. Summary 3 p. 2006.

292 LATVALA, JUHA-MATTI, Digitaalisen kommuni-
kaatiosovelluksen kehittäminen kodin ja
koulun vuorovaikutuksen edistämiseksi.
- Development of a digital  communication
system to facilitate interaction between home
and school. 158 p. Summary 7 p. 2006.
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293 PITKÄNEN, TUULI, Alcohol drinking behavior
and its developmental antecedents. - Alko-
holin juomiskäyttäytyminen ja sen ennusta
minen. 103 p. (169 p.) Tiivistelmä  6 p. 2006.

294 LINNILÄ, MAIJA-LIISA, Kouluvalmiudesta koulun
valmiuteen. Poikkeuksellinen koulunaloitus
koulumenestyksen, viranomaislausuntojen
ja perheiden kokemusten valossa. - From
school readiness to readiness of school –
Exceptional school starting in the light of
school attainment, official report and
family experience. 321 p. Summary 3 p. 2006.

295 LEINONEN, ANU, Vanhusneuvoston funktioita
jäljittämässä. Tutkimus maaseutumaisten
kuntien vanhusneuvostoista. – Tracing
functions of older people’s councils. A study
on older people’s councils in rural
municipalities. 245 p. Summary 3 p. 2006.

296 KAUPPINEN, MARKO, Canon vs. charisma.
”Maoism” as an ideological construction.

- Kaanon vs. karisma. “Maoismi” ideologise-
na konstruktiona.  119 p. Yhteenveto 2 p. 2006.

297 VEHKAKOSKI, TANJA, Leimattu lapsuus? Vam-
maisuuden rakentuminen ammatti-ihmisten
puheessa ja teksteissä. – Stigmatized
childhood? Constructing disability in
professional talk and texts. 83 p. (185 p.)
Summary 4 p. 2006.

298 LEPPÄAHO, HENRY, Matemaattisen ongelman
ratkaisutaidon opettaminen peruskoulussa.
Ongelmanratkaisukurssin kehittäminen ja
arviointi. – Teaching mathematical problem
solving skill in the Finnish comprehensive
school. Designing and assessment of a
problem solving course. 343 p. Summary 4 p.
2007.

299 KUVAJA, KRISTIINA, Living the Urban Challenge.
Sustainable development and social
sustainability in two southern megacities.
130 p. (241 p.) Yhteenveto 4 p. 2007.

300 POHJOLA, PASI, Technical artefacts. An
ontological investigation of technology. 150 p.
Yhteenveto 3 p. 2007.

301 KAUKUA, JARI, Avicenna on subjectivity. A
philosophical study. 161 p. Yhteenveto 3 p.
2007.

302 KUPILA, PÄIVI, “Minäkö asiantuntija?”. Varhais-
kasvatuksen asiantuntijan merkitysperspektii-
vin ja identiteetin rakentuminen. –“Me,  an
expert?” Constructing the meaning perspective
and identity of an expert in the field of early
childhood education. 190 p. Summary 4 p. 2007.

303 SILVENNOINEN, PIIA, Ikä, identiteetti ja ohjaava
koulutus. Ikääntyvät pitkäaikaistyöttömät
oppimisyhteiskunnan haasteena. – Age,
identity and career counselling. The ageing,
long-term unemployed as a challenge to
learning society. 229 p. Summary 4 p. 2007.

304 REINIKAINEN, MARJO-RIITTA, Vammaisuuden
sukupuolittuneet ja sortavat diskurssit:
Yhteiskunnallis-diskursiivinen näkökulma

vammaisuuteen. – Gendered and oppressive
discourses of disability: Social-discursive
perspective on disability. 81 p. (148 p.)
Summary 4 p. 2007.

305 MÄÄTTÄ, JUKKA, Asepalvelus nuorten naisten
ja miesten opinto- ja työuralla. – The impact
of military service on the career and study
paths of young women and men. 141 p.
Summary 4 p. 2007.

306 PYYKKÖNEN, MIIKKA, Järjestäytyvät diasporat.
Etnisyys, kansalaisuus, integraatio ja hallinta
maahanmuuttajien yhdistystoiminnassa.
– Organizing diasporas. Ethnicity,
citizenship, integration, and government in
immigrant associations. 140 p. (279 p.)
Summary 2 p. 2007.

307 RASKU, MINNA, On the border of east and west.
Greek geopolitical narratives. –  Idän ja lännen
rajalla. Narratiiveja kreikkalaisesta geopoli-
tiikasta. 169 p. Yhteenveto 3 p. 2007.

308 LAPIOLAHTI, RAIMO, Koulutuksen arviointi
kunnallisen koulutuksen järjestäjän tehtävä-
nä. Paikallisen arvioinnin toteutumisedelly-
tysten arviointia erään kuntaorganisaation
näkökulmasta. – The evaluation of schooling
as a task of the communal maintainer of
schooling – what are the presuppositions of
the execution of evaluation in one specific
communal organization. 190 p. Summary 7 p.
2007.

309 NATALE, KATJA, Parents’ Causal Attributions
Concerning Their Children’s Academic
Achievement . – Vanhempien lastensa koulu-
menestystä koskevat kausaaliattribuutiot.
54 p. (154 p.) Yhteenveto 3 p. 2007.

310 VAHTERA, SIRPA, Optimistit opintiellä. Opin-
noissaan menestyvien nuorten hyvinvointi
lukiosta jatko-opintoihin. – The well-being of
optimistic, well-performing high school
students from high school to university. 111 p.
Summary 2 p. 2007.

311 KOIVISTO, PÄIVI, “Yksilöllistä huomiota arkisis-
sa tilanteissa”. Päiväkodin toimintakulttuurin
kehittäminen lasten itsetuntoa vahvistavaksi.
– “Individual attention in everyday
situations”. Developing the operational
culture of a day-care centre to strengthen
children’s self-esteem. 202 p. Summary 4 p.
2007.

312 LAHIKAINEN, JOHANNA, “You look delicious”
– Food, eating, and hunger in Margaret
Atwood’s novels. 277 p. Yhteenveto 2 p.
2007.

313 LINNAVUORI, HANNARIIKKA, Lasten kokemuksia
vuoroasumisesta. – Children’s experiences of
dual residence. 202 p. Summary 8 p. 2007.

314 PARVIAINEN, TIINA, Cortical correlates of
language perception. Neuromagnetic studies
in adults and children. – Kielen käsittely
aivoissa. Neuromagneettisia tutkimuksia
aikuisilla ja lapsilla. 128 p. (206 p.) Yhteenve-
to 5 p. 2007.
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315 KARA, HANNELE, Ermutige mich Deutsch zu
sprechen. Portfolio als evaluationsform von
mündlichen leistungen. – ”Rohkaise minua
puhumaan saksaa” – kielisalkku suullisen
kielitaidon arviointivälineenä. 108 p. Yhteen-
veto 3 p. 2007.

316 MÄKELÄ, AARNE, Mitä rehtorit todella tekevät.
Etnografinen tapaustutkimus johtamisesta ja
rehtorin tehtävistä peruskoulussa. – What
principals really do. An ethnographic case
study on leadership and on principal’s tasks
in comprehensive school. 266 p. Summary
5 p. 2007.

317 PUOLAKANAHO, ANNE, Early prediction of
reading – Phonological awareness and
related language and cognitive skills in
children with a familial risk for dyslexia.
– Lukemistaitojen varhainen ennustaminen.
 Fonologinen tietoisuus, kielelliset ja kognitii-
viset taidot lapsilla joiden suvussa esiintyy
dysleksiaa. 61 p. (155 p.) Yhteenveto 3 p.
2007.

318 HOFFMAN, DAVID M., The career potential of
migrant scholars in Finnish higher education.
Emerging perspectives and dynamics. -
Akateemisten siirtolaisten uramahdollisuudet
suomalaisessa korkeakoulujärjestelmässä:
dynamiikkaa ja uusia näkökulmia. 153 p.
(282 p.) Yhteenveto 2 p. 2007.

319 FADJUKOFF, PÄIVI, Identity formation in
adulthood. -  Identiteetin muotoutuminen
aikuisiässä. 71 p. (168 p.) Yhteenveto 5 p.
2007.

320 MÄKIKANGAS, ANNE, Personality, well-being
and job resources: From negative paradigm
towards positive psychology. - Persoonalli-
suus, hyvinvointi ja työn voimavarat: Kohti
positiivista psykologiaa. 66 p. (148 p.) Yhteen-
veto 3 p. 2007.

321 JOKISAARI, MARKKU, Attainment and reflection:
The role of social capital and regrets in
developmental regulation. - Sosiaalisen
pääoman ja toteutumattomien tavoitteiden
merkitys kehityksen säätelyssä. 61 p. (102 p.)
Yhteenveto 2 p. 2007.

322 HÄMÄLÄINEN, JARMO, Processing of sound rise
time in children and adults with and without
reading problems. - Äänten nousuaikojen
prosessointi lapsilla ja aikuisilla, joilla on
dysleksia ja lapsilla ja aikuisilla, joilla ei ole
dysleksiaa. 48 p. (95 p.) Tiivistelmä 2 p. 2007.

323 KANERVIO, PEKKA, Crisis and renewal in one
Finnish private school.  -  Kriisi ja uudistumi-
nen yhdessä suomalaisessa yksityiskoulussa.
217 p. Tiivistelmä 2 p. 2007.

324 MÄÄTTÄ, SAMI, Achievement strategies in
adolescence and young adulthood. - Nuorten
ajattelu- ja toimintastrategia. 45 p. (120 p.)
Tiivistelmä 3 p. 2007.

325 TORPPA MINNA, Pathways to reading
acquisition: Effects of early skills, learning
environment and familial risk for dyslexia.

 - Yksilöllisiä kehityspolkuja kohti lukemisen
taitoa: Varhaisten taitojen, oppimisympä-
ristön ja sukuriskin vaikutukset. 53 p. (135 p.)
2007.

326 KANKAINEN, TOMI, Yhdistykset, instituutiot ja
luottamus. - Voluntary associations,
institutions and trust.158 p. Summary 7 p.
2007.

327 PIRNES, ESA, Merkityksellinen kulttuuri ja
kulttuuripolitiikka. Laaja kulttuurin käsite
kulttuuripolitiikan perusteluna. - Meaningful
culture and cultural policy. A broad concept
of culture as a  basis for cultural policy. 294 p.
Summary 2 p. 2008.

328 NIEMI, PETTERI, Mieli, maailma ja referenssi.
John McDowellin mielenfilosofian ja seman-
tiikan kriittinen tarkastelu ja ontologinen
täydennys. - Mind, world and reference: A
critical examination and ontological
supplement of John McDowell’s philosophy
of mind and semantics. 283 p. Summary 4 p.
2008.

329 GRANBOM-HERRANEN, LIISA, Sananlaskut
kasvatuspuheessa – perinnettä, kasvatusta,
indoktrinaatiota? – Proverbs in pedagogical
discourse – tradition, upbringing,
indoctrination? 324 p. Summary 8 p. 2008.

330 KYKYRI, VIRPI-LIISA, Helping clients to help
themselves. A discursive perspective to
process consulting practices in multi-party
settings. - Autetaan asiakasta auttamaan itse
itseään. Diskursiivinen näkökulma prosessi-
konsultoinnin käytäntöihin ryhmätilanteissa.
75 p. (153 p.) Tiivistelmä 2 p. 2008.

331 KIURU, NOONA, The role of adolescents’
peergroups in the school context. - Nuorten-
toveriryhmien rooli kouluympäristössä. 77 p.
(192 p.)  Tiivistelmä 3 p. 2008.

332 PARTANEN, TERHI, Interaction and therapeutic
interventions in treatment groups for
intimately violent men. 46 p. (104 p)  Yhteen-
veto 2 p. 2008.

333 RAITTILA, RAIJA, Retkellä. Lasten ja kaupunki-
ympäristön kohtaaminen. – Making a visit.
Encounters between children and an urban
environment. 179 p. Summary 3 p. 2008.

334 SUME, HELENA, Perheen pyörteinen arki.
Sisäkorvaistutetta käyttävän lapsen matka
kouluun. – Turbulent life of the family. Way to
school of a child with cochlear implant.
208 p. Summary 6 p. 2008.

335 KOTIRANTA, TUIJA, Aktivoinnin paradoksit.
 - The paradoxes of activation. 217 p.
Summary 3 p. 2008.

336 RUOPPILA, ISTO, HUUHTANEN, PEKKA, SEITSAMO,
JORMA AND ILMARINEN, JUHANI, Age-related
changes of the work ability construct and its
relation to cognitive functioning in the older
worker: A 16-year follow-up study. 97 p. 2008.

337 TIKKANEN, Pirjo,  “Helpompaa ja hauskempaa
kuin luulin”.  Matematiikka suomalaisten ja
unkarilaisten perusopetuksen neljäsluokka-
laisten kokemana.– “Easier and more fun that
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I thought”. Mathematics experienced by
fourth-graders in Finnish and Hungarian
comprehensive schools. 309 p. Summary 3 p.
2008.

338 KAUPPINEN, ILKKA, Tiedon omistaminen on valtaa
– Globalisoituvan patenttijärjestelmän poliit-
tinen moraalitalous ja globaali kapitalismi.
– Owning knowledge is power. Political moral
economy of the globalizing patent system and
global capitalism. 269 p. Summary 5 p. 2008.

339 KUJALA, MARIA, Muukalaisena omassa maassa.
Miten kasvaa vuorovaikutuskonflikteissa?
– A stranger in one’s own land. How to grow
in interaction conflicts? 174 p. Summary 7 p.
2008.

340 KOPONEN, TUIRE, Calculation and Language:
Diagnostic and intervention studies. -
Laskutaito ja kieli: Diagnostinen ja kuntou-
tustutkimus. 49 p. (120 p.) Tiivistelmä 2 p.
2008.

341 HAUTALA, PÄIVI-MARIA, Lupa tulla näkyväksi.
Kuvataideterapeuttinen toiminta kouluissa.
- Permission to be seen. Art therapeutic
activities in schools. 202 p. 2008.

342 SIPARI, SALLA, Kuntouttava arki lapsen tueksi.
Kasvatuksen ja kuntoutuksen yhteistoimin-
nan rakentuminen asiantuntijoiden keskuste-
luissa. - Habilitative everyday life to support
the child. Construction of the collaboration of
education and rehabilitation in experts
discussions. 177 p. Summary 4 p. 2008.

343 LEHTONEN, PÄIVI HANNELE, Voimauttava video.
Asiakaslähtöisyyden, myönteisyyden ja
videokuvan muodostama työorientaatio
perhetyön menetelmänä. - Empowering video.
A work orientation formed by client-focus,
positivity and video image as a method for
family work. 257 p. Summary 3 p. 2008.

344 RUOHOMÄKI, JYRKI, “Could Do Better”.
Academic Interventions in Northern Ireland
Unionism. - “Could Do Better” Akateemiset
interventiot Pohjois-Irlannin unionismiin.
238 p. Tiivistelmä 2 p. 2008.

345 SALMI, PAULA, Nimeäminen ja lukemisvaikeus.
Kehityksen ja kuntoutuksen näkökulma. -
Naming and dyslexia: Developmental and
training perspectives.
169 p. Summary 2 p. 2008.

346 RANTANEN, JOHANNA, Work-family interface and
psychological well-being: A personality and
longitudinal perspective. - Työn ja perheen
vuorovaikutuksen yhteys psyykkiseen hyvin-
vointiin sekä persoonallisuuteen
pitkittäistutkimuksen näkökulmasta 86 p.
 (146 p.) Yhteenveto 6 p. 2008.

 347 PIIPPO, JUKKA, Trust, Autonomy and Safety at
Integrated Network- and Family-oriented
mode for co-operation. A Qualitative Study.
70 p. (100 p.) Yhteenveto 2 p. 2008.

348 HÄTINEN, MARJA, Treating job burnout in
employee rehabilitation:  Changes in
symptoms, antecedents, and consequences. -

Työuupumuksen hoito työikäisten kuntou-
tuksessa: muutokset työuupumuksen oireissa,
ennakoijissa ja seurauksissa. 85 p. (152 p.)
Tiivistelmä 4 p. 2008.

349 PRICE, GAVIN, Numerical magnitude
representation in developmental dyscalculia:
Behavioural and brain imaging studies.
139 p. 2008.

350 RAUTIAINEN, MATTI, Keiden koulu? Aineen-
opettajaksi opiskelevien käsityksiä koulu-
kulttuurin yhteisöllisyydestä. - Who does
school belong to? Subject teacher students’
conceptions of  community in school culture.
180 p. Summary 4 p. 2008.

351 UOTINEN, SANNA, Vanhempien ja lasten
toimijuuteen konduktiivisessa kasvatuksessa.
- Into the agency of a parent and a child in
conductive education. 192 p. Summary 3 p.
2008.

352 AHONEN, HELENA, Rehtoreiden kertoma johta-
juus ja johtajaidentiteetti. -  Leadership and
leader identity as narrated by headmasters.
193 p. 2008.

353 MOISIO, OLLI-PEKKA, Essays on radical
educational philosophy. 151 p. Tiivistelmä
3 p. 2009.

354 LINDQVIST, RAIJA, Parisuhdeväkivallan
kohtaaminen maaseudun sosiaalityössä. -
Encountering partner violence with rural
social work. 256 p. 2009.

355 TAMMELIN, MIA, Working time and family time.
Experiences of the work and family interface
among dual-earning couples in Finland. -
Työaika ja perheen aika: kokemuksia työn ja
perheen yhteensovittamisesta Suomessa.
159 p. Tiivistelmä 3 p. 2009.

356 RINNE, PÄIVI, Matkalla muutokseen. Sosiaali-
alan projektitoiminnan perustelut, tavoitteet ja
toimintatavat Sosiaaliturva-lehden kirjoituk-
sissa 1990-luvulla. - On the way to the change.
221 p. Summary 2 p. 2009.

357 VALTONEN, RIITTA, Kehityksen ja oppimisen
ongelmien varhainen tunnistaminen Lene-
arvioinnin avulla. Kehityksen ongelmien
päällekkäisyys ja jatkuvuus 4–6-vuotiailla
sekä ongelmien yhteys koulusuoriutumiseen.
- Lene-assessment and early identification of
developmental and learning problems. Co-
occurrence and continuity of developmental
problems from age 4 to age 6 and relation to
school performance. 73 p. (107 p.) Summary
2 p. 2009.

358 SUHONEN,KATRI, Mitä hiljainen tieto on hengelli-
sessä työssä? Kokemuksellinen näkökulma
hiljaisen tiedon ilmenemiseen, siirrettävyyteen
ja siirrettävyyden merkitykseen ikääntyneiden
diakoniatyöntekijöiden ja pappien työssä.
- What is tacit knowledge in spiritual work?
An experiential approach to the manifestation,
significance and distribution of tacit
knowledge in the work of aged church
deacons and ministers. 181 p. Summary 6 p.
2009.
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359 JUMPPANEN, AAPO, United with the United States
– George Bush’s foreign policy towards
Europe 1989–1993. 177 p. Yhteenveto 3 p.
2009.

360 HUEMER, SINI, Training reading skills.
Towards fluency. - Lukemistaitojen harjoitta-
minen. Tavoitteena sujuvuus. 85 p. (188 p.)
Yhteenveto 3 p. 2009.

361 ESKELINEN, TEPPO, Putting global poverty in
context. A philosophical essay on power,
justice and economy. 221 p. Yhtenveto 1 p.
2009.

362 TAIPALE, SAKARI, Transformative technologies,
spatial changes: Essays on mobile phones
and the internet. 97 p. (184 p.) Yhteenveto 3 p.
2009.

363 KORKALAINEN, PAULA, Riittämättömyyden
tunteesta osaamisen oivallukseen. Ammatilli-
sen asiantuntijuuden kehittäminen varhais-
erityiskasvatuksen toimintaympäristöissä. -
From a feeling of insuffiency to a new sense of
expertise.  Developing professional
knowledge and skills in the operational
environments for special needs childhood
education and care.  303 p. Summary 4 p.
2009.

364 SEPPÄLÄ-PÄNKÄLÄINEN, TARJA, Oppijoiden
moninaisuuden kohtaaminen suomalaisessa
lähikoulussa. Etnografia kouluyhteisön
aikuisten yhdessä oppimisen haasteista ja
mahdollisuuksista. - Confronting the
Diversity of Learners in a Finnish
Neighbourhood School. An Ethnographic
Study of the Challenges and Opportunities of
Adults Learning Together in a School
community.  256 p. Summary 4 p. 2009.

365    SEVÓN, EIJA, Maternal Responsibility and
Changing Relationality at the Beginning of
Motherhood. - Äidin vastuu ja muuttuvat
perhesuhteet äitiyden alussa. 117 p. (200 p.)
Yhteenveto 5 p. 2009.

366    HUTTUNEN-SCOTT, TIINA, Auditory duration
discrimination in children with reading
disorder, attention deficit or both. -
Kuulonvarainen keston erottelu lapsilla, joilla
on lukemisvaikeus, tarkkaavaisuuden ongel-
ma tai molemmat . 68 p. (112 p.)
Tiivistelmä 3 p. 2009.

367 NEUVONEN-RAUHALA, MARJA-LIISA, Työelämä-
lähtöisyyden määrittäminen ja käyttäminen
ammattikorkeakoulun jatkotutkinto-
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