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Abstract: The implementation of a teacher education strategy in a 

decentralised Finnish education system is analysed. Altogether, 31 

pilot projects, involving teacher educators from all universities, were 

funded to support the implementation of the strategy and professional 

learning of autonomous teacher educators in the context of the 

strategy. In this mixed-methods research, the directors and active 

partners of the pilot projects were asked how they perceived the 

characteristics of the pilot projects that have been recognised as 

supportive for the implementation of the strategy. The directors were 

also asked to evaluate the impact of the projects. The projects have 

supported the achievement of the strategy’s aims. Research and goal 

orientation, active learning, collaboration, contextualisation and 

reflection were emphasised in the pilot project activities. Common 

goal setting and evaluation of the pilot projects should be emphasised 

more in the implementation of the strategy. 

 

 

Introduction 

 

Planning and implementing a professional standard, a strategy, a development project or a 

reform programme in teacher education are common tools for improving teacher education and 

even the whole education system (Furlong, 2005; Panda, 2019; Young et al., 2007). However, it 

is challenging to engage teacher educators in implementing new ideas into practice. For example, 

Révai (2018) argues, based on the standards and strategy work in Estonia, Australia and 

Singapore, that it is challenging to coordinate the dialogue between the strategy work, the teacher 

education programmes and course descriptions and, moreover, to engage stakeholders in this 

dialogue. Strategies are too often developed by a small group of experts without enough planning 

for their implementation. For example, Beach et al. (2014, p. 167) recognised, based on their 

long-term policy analysis in Sweden, that Swedish reforms and development projects are too 

strongly led by governments alone. In general, new ideas developed at the ministry level have 

been recognised as challenging to implement from the ministry point of view or to adopt from 

the individual teacher educator point of view. Nonaka et al. (2006) analysed the adoption among 
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professionals from the organisational knowledge creation point of view. They argue that 

adoption builds on processes of learning and knowledge creation, which span individual, group 

and collective levels, where it is important to interact with peers and seek help from more expert 

colleagues. A similar idea is emphasised in communities of practice, where professionals 

collaborate and learn knowledge that has been developed in the community (Patton & Parker, 

2017). Both views on adoption could be interpreted in the context of sociocultural learning 

theories, which consider adoption as a form of social learning that connects individual learning 

to the common practices and learning in groups and communities (e.g. Maier & Schmidt, 2015; 

Paavola & Hakkarainen, 2014). 

To make progress in Finnish teacher education, the Finnish Teacher Education Forum 

(FTEF) was nominated by the Ministry of Education and Culture (MEC) in February 2016 and 

was asked to prepare a national teacher education strategy – the Finnish Development 

Programme for Teachers’ Pre- and In-service Education (TEDP) (MEC, 2016). The MEC asked 

the forum to identify key competences and actions for improving teacher education and to 

support the implementation of the strategic aims in a decentralised education system through 

financing pilot projects and organising workshops and seminars.  

The TEDP is similar to professional standards for teachers, teacher standards and teacher 

education standards from the point of view of communicating national aims for teacher 

education. They all emphasise the improvement of the quality of teacher education and teachers’ 

professionalism (Panda, 2019). In the Finnish decentralised education system, teachers are 

educated at universities, which have high autonomy in the planning of the teacher education 

programs. There is no accreditation or state level evaluation of student teachers or teachers. 

Therefore, it is challenging to implement national level strategies to autonomous universities. We 

focus in this paper on the outcomes and characteristics of the pilot projects and how they guided 

teacher educators in local-level development work and professional learning related to the new 

strategic aims. The following research questions guides this research:  

1. How the pilot project directors perceived  

a) the achieving of aims and  

b) characteristics of the pilot projects? 

2. How the pilot project participants perceived the characteristics of the pilot projects? 

The pilot project directors and participants were asked to evaluate the characteristics of 

the pilot projects by a survey. These pilot projects were aimed to be supportive for the 

implementation of a national teacher education strategy in Finland. Consequently, it was 

appropriate to look for the similarities and differences between the directors' and partners' 

perceptions of the pilot project. They both were active teacher educators working in various 

universities.  

Before we answer the research question, we introduce the theoretical framework and 

briefly outline the context of the study. In the theoretical framework, we will analyse what is 

known about the implementation and adoption of teacher education strategies and the 

professional learning of teacher educators. Therefore, we consider adoption as teacher educators’ 

professional learning process in the context of pilot projects in a way similar to Nonaka et al. 

(2006), who hold that adoption builds on processes of learning, and to Maier and Schmidt 

(2015), who consider adoption as a form of social learning, that connects individual learning to 

the emergence of common practices. 
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Theoretical Framework 

 

National strategy for teacher education, here the TEDP, is not easily implemented or 

transferred to teacher education practices (Russel & Martin, 2010). Common approaches in the 

implementation of strategies include the use of control, such as an assessment of teacher 

performance or an accreditation aligned with the strategies (Call, 2018). However, little attention 

has been paid to teacher educators and how they adopt teacher education strategies through 

professional learning and practices, as Bourke et al. (2018) have argued. Several researchers, 

such as Kitchen and Figg (2011), have suggested that teacher education strategies are best 

implemented to practice through collaborative projects or activities or through communities of 

practice (Patton & Parker, 2017), which support teacher educators’ professional learning. Révai 

(2018) claims that these types of collaboration situations help teacher educators to create a 

mutual dialogue amongst themselves and between stakeholders and schools and are seen as 

agents of change – that is, teacher educators create a shared language and a constant dialogue to 

understand what kind of competences teachers need. The Organisation for Economic Co-

operation and Development (OECD) provides the following recommendations to achieve success 

in national-level strategy work and implementation of strategies (Burns & Köster, 2016): 

- careful timing: allow enough time for planning and implementation; 

- engage stakeholders, such as education providers, individuals at universities, teachers’ 

unions and local authorities in the planning and implementation of the strategy; 

- partner with teacher and employee unions; 

- strive for consensus in the plan and implementation; 

- serve sustainable resources for the implementation of the strategy; 

- organise pilot projects and disseminate the outcomes of the pilots. 

Characteristics similar to those of the OECD recommendations are described and 

discussed in various research papers. For example, Darling-Hammond (1999) emphasises the 

participation of teacher educators in the planning and implementation of teacher education policy 

aims. Pedaste et al. (2019) emphasise the planning of strategies in collaboration with 

representatives from the Professional Council of Education, teacher associations and teacher 

training universities as well as the Ministry of Education and Research, among many other 

stakeholders. Moreover, engaging schools and teachers in a partnership with teacher educators 

supports the development of teacher education because the school context should be taken into 

account while discussing the strategic aims (Williams, 2014).  

We consider the implementation of a national strategy as a collaborative professional 

learning process of teacher educators that is supported by the state-funded pilot projects in a 

similar way as Maier and Schmidt (2015) and Paavola and Hakkarainen (2014) have argued. 

Consequently, the pilot projects connect individual learning to the common practices and 

collaborative learning in the context of strategic aims. In general, there is growing interest in the 

professional learning of teacher educators (Loughran, 2014; Murray & Male, 2005; Van 

Lankveld et al., 2017; Van Velzen et al., 2010). Teacher educators are professionals who have an 

intrinsic drive to learn, and they learn typically in formal and informal situations with colleagues 

and with student teachers (Ping et al., 2020). Czerniawski et al. (2018) surveyed teacher 

educators’ opinions about their professional learning in Anglophone countries in Europe. 

Teacher educators valued most activities associated with research, personal reading, informal 

learning conversations with colleagues and opportunities to develop pedagogy. Ping et al. (2020) 

surveyed teacher educators’ opinions about their professional learning in the Netherlands and 

https://onlinelibrary.wiley.com/doi/full/10.1111/ejed.12346#ejed12346-bib-0013
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China. First, teacher educators prefer learning through academic engagement, such as through 

conducting academic and practitioner research. Traditional academic activities, such as reading 

and writing research papers or attending academic conferences are also considered supportive for 

professional learning. Second, they are willing to learn through formal and informal 

collaborative activities, such as in learning communities or through getting input from others by 

discussing or exchanging opinions. Third, they prefer participating in professional development 

programmes that support the development of teacher educators’ expertise through planned and 

structured activities. Fourth, learning through reflective activities, such as collaborative and 

individual reflections on teaching, is recognised as supportive for professional learning. Similar 

to reflection is conducting an individual or collaborative self-study into teacher educators’ 

practices. Contextuality in professional learning can also be supported through ‘real-life’ 

problem-solving situations (Renkla, 2001). Contextuality is important because observing the 

context-specific nature of professional knowledge is reported to be a prerequisite for professional 

learning (cf. Rasku-Puttonen et al., 2004). 

The activities, which are supportive for professional learning and described, for example, 

by Ping et al. (2020) and Czerniawski et al. (2018) are contextual or linked to teacher educators’ 

formal and informal activities. In the described activities, teacher educators collaborate with 

colleagues and are active in planning and working and, moreover, in reflection during and after 

the activities. Teacher educators are considered to be active in learning when they control or 

regulate their own learning by setting goals and reflecting on and self-assessing their own 

learning processes and products. Luft and Hewson (2014) argue that collaboration supports 

teacher educators to build, expand and challenge their notions about teaching and learning 

(Kitchen & Figg, 2011; Mansvelder-Longayroux et al., 2007). Collaboration during reflection 

helps in the sharing of beliefs and/or experiences and enables learning from experiences (Hiebert 

et al., 2002). Garet et al. (2001) emphasise that professional learning activities should be planned 

according to the core aims of the programme and be part of a coherent programme. Luft and 

Hewson (2014) argue that coherence is the way in which training offers focused learning 

opportunities related to the local context. The formal activities, such as participating in a research 

project or a professional development programme, are goal-oriented activities, where teacher 

educators are aiming to achieve a concrete goal.  

The characteristics of activities supportive of teacher educators’ professional learning are 

partly similar to the outcomes of research on school teachers’ professional learning. This 

research emphasises the long-term nature of professional learning (Oliveira, 2010), teachers’ 

active learning (Garet et al., 2001) and the connection of learning to the classrooms and practice 

context, collaboration and reflection (Van den Bergh et al., 2015). However, there are also 

characteristics of teacher educators’ professional learning that come from the profession itself 

and from professional activities, such as the level of professional autonomy, the responsibility 

attached to the respective roles and teacher educators’ accompanying expectations and 

differences in professional practices. For example, teacher educators are engaged in research 

activities and evidence-based practices in addition to teaching activities, and this research 

orientation should be taken into account when designing activities that support the professional 

learning of teacher educators (Cao, et al., 2021; Diery et al., 2020). Consequently, in the call for 

pilot project proposals, a research orientation and collaboration between teacher educators and 

schools were emphasised. 
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Context of the Study 
Characteristics of Teacher Education in Finland 

 

A key global goal of teacher education is to educate quality teachers through a quality 

programme (Scholes et al., 2017). The quality of education has been promoted through a 

decentralised approach since the 1990s. Following this decentralisation, only guideline-type 

strategic documents are prepared at the national level, such as framework curricula and teacher 

education strategies (Holappa, 2007). The Finnish orientation to teacher quality refers the factors 

operating at the school level and on the cultural and education policy levels - not only to the 

competence of individual teachers, as Müller et al. (2010) have emphasised. 

Long-term planning and slow changes characterise Finnish education policy and 

practices. The education of primary teachers (grades 1–6) has been organised for 45 years and 

for secondary teachers (grades 7–12) for more than 100 years at the master’s level. Teachers in 

vocational secondary-level education must have at least a bachelor’s degree. Master’s theses 

projects improve students’ understanding of the relationship between theoretical knowledge and 

practice. The knowledge learned during the studies supports teachers’ teaching and the planning 

and evaluation of teaching, students’ learning and their learning outcomes. Broad planning 

includes all steps from the planning of the local curriculum to the planning of a single lesson 

(Niemi et al., 2012). Finnish teacher educators should have a PhD degree and allocate to research 

activities at least half of their yearly working hours (Eklund, 2018; Tirri, 2014).  

 

 
Finnish Development Programme for Teachers’ Pre- and In-service Education (TEDP) 

 

The Finnish government (2016–2020) decided to prepare and implement a teacher 

education strategy, the TEDP, as a part of the education-related key actions of the government 

(MEC, 2016). The TEDP was designed by 70 experts from universities, the MEC and partner 

associations, such as the Finnish Agency for Education and representatives from the Association 

of Finnish Local and Regional Authorities, The Trade Union of Education, the Teacher Student 

Union in Finland and the Principals’ Association, in order to support the collaborative planning 

and implementation of the strategy in a way similar to that undertaken in Estonia (Pedaste et al., 

2019).  

While designing the TEDP during one academic year, research outcomes related to 

teacher education were analysed, and national brainstorming related to the renewal of teacher 

education was organised. Moreover, several regional and four nationwide meetings were 

organised during the planning process (Lavonen et al., 2020).  

The TEDP set out three strategic competence goals for teachers’ pre- and in-service 

education and continuous lifelong professional learning. They are common to all types of 

teachers, from early childhood to upper secondary level. These competence goals describe what 

teachers should know and be able to do or engage in a similar way, as Torrance and Forde (2017) 

have described. According to the TEDP, Finnish teachers should 

1. “have a professional knowledge base, such as deep knowledge in the subject matter and 

pedagogy; knowledge about learning, engagement and diversity among learners; 

collaboration and interaction as well as digital and research skills; 

2. be able to generate novel ideas and educational innovations while, for example, 

constructing the local curriculum and planning inclusive education; 
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3. have the willingness and the competencies required for professional learning and the 

development of their schools’ operations and environments”. (Lavonen et al., 2020) 

Furthermore, the TEDP introduced six strategic action guidelines which described key 

actions in the development of teacher education. The strategic action guidelines emphasise, for 

example, collaboration in the cumulative development of the competences of teachers. Training 

programmes and teaching/learning practices should be planned according to research outcomes, 

and student teachers should learn research skills (Lavonen et al., 2020). 

The TEDP was planned to be implemented through research-oriented pilot projects, 

national seminars and workshops and local and regional meetings during the last three years of the 

government (MEC, 2016). Altogether, 45 collaborative and networking pilot projects were 

financed by the MEC through the allocation of 27 million euros during the period 2017–2020. The 

first open call for pilot project proposals was published at the end of 2016 and the second in 2017. 

The calls emphasised the aims and actions introduced in the TEDP. Moreover, the calls 

emphasised collaboration between pre- and in-service teacher education, collaboration with 

universities and schools and a research orientation in the projects. During the implementation 

process, the pilot project directors and the 70 expert group members came to national meetings 

four times a year during the three-year implementation process, where the pilot projects introduced 

their project processes through oral presentations and posters. Moreover, collected feedback data, 

similar to the data in this paper, were communicated to the project directors. Consequently, the 

quality assurance of the strategy process consists of the collaborative setting of strategic aims and 

peer evaluations of the pilot projects during the meetings. 

All universities active in teacher education coordinated at least one pilot project. Two 

universities of applied sciences coordinated two projects. In each project, there was at least one 

partner university, and in one project all universities were partners. The pilot projects have been 

networking with the municipalities. Altogether, there were 129 of 456 possible municipalities 

that acted as partners.  

 

 

Materials and Methods 

 

This mixed-methods research is based on “triangulation design”, which is a one-phase 

design in which quantitative and qualitative methods are implemented during the same 

timeframe and with equal weight (Creswell et al., 2003). In order to answer the research 

questions, different data on the perceived outcomes and characteristics of the pilot projects were 

acquired from the directors and participants of the pilot projects by a likert scale instrument. The 

pilot project directors were also asked to share their perspectives on how the pilot projects 

achieved the aims of the projects. Moreover, the pilot project directors were asked to analyse 

working and professional learning in the project by answering to five open ended questions. 

The questionnaires were designed in spring 2018 based on the call for pilot projects and 

the literature review related to teacher educators’ professional learning. In the call, the aims of 

the TEDP and aims for the pilot projects were described. First, a Likert-type instrument (1 = the 

aim of the TEDP has not at all been achieved … 4 = the aim has been achieved very well) asked 

the pilot project leaders to evaluate how well the aims of the TEDP, in the context of the pilot 

project, had been achieved. Altogether, 24 different aims were available for evaluation, but 

respondents were instructed to evaluate only those aims that were relevant to the pilot project. 

Both questionnaires were published in local languages. The translated questionnaires are in 
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Appendix 1 and 2. In a cover letter, the purpose of the research was explained and how the 

answers will be used for research purposes. The redponders were also asked to accept if his/her 

answers could be used for research purposes. 

The second set of questions asked the pilot project directors and the project participants to 

evaluate how the characteristics of the activities in the pilot project were supportive for the 

achievement of the TEDP aims with a Likert scale instrument (1 = not at all successful … 4 = 

very successful in supporting the achievement of the TEDP aims). The items were designed 

based on the literature review on teacher educators’ professional learning. Altogether, 11 

different items were available for evaluation.  

There were also five open questions in the questionnaire. These questions guided the 

project directors to analyse the project aims and how the project activities supported teacher 

educators’ in achieving the TEDP aims or supported the professional learning of teacher 

educators. The project directors were asked to address the following aspects: 

- the concrete aim of the pilot project and/or the expected outcomes; 

- the working, communication and networking models in the pilot project, including digital 

communication supportive for achieving the TEDP aims; 

- how teacher educators were supported to network a) inside the project and b) with other 

teacher educators and schools; 

- how a) research-based approaches and b) international collaboration were used in the 

pilot project and supported the achievement of the TEDP aims; and 

- how the progress of the pilot programme was a) evaluated and b) reflected. 

The process of designing, refining and piloting the questionnaire items was iterative, and 

the role of the executive board (consisting of 10 experts) was essential. Board members were 

aware of the aims of the TEDP and the research on teacher educators’ professional learning. A 

shorter questionnaire for pilot project partners was prepared based on the main questionnaire. All 

pilot project leaders and at least five active partners in the pilot project completed the 

questionnaires. 

The medians were almost the same for the pilot project leaders and partners for each item. 

Therefore, means and standard deviations were calculated to compare the responses of the pilot 

project leaders and partners, although the skewness and kurtosis of the distributions were 

relatively high (skewness -1.3 to 1.2; kurtosis -1.4 to 1.6), Statistical significance was analysed 

with the Mann-Whitney U-test, because the scales were interpreted as ordinal. 

The data were collected in summer 2018. Therefore, the data collection occurred 1.5 

years after the publishing of the TEDP and start of the pilot projects. Altogether there were 125 

standard pages, or 36 267 words, in the data related to the open answers. The open answers were 

analysed as one block, following traditional theory-driven content analysis procedures, to 

describe the nature of activities supportive for achieving the TEDP aims. The basic assumption 

of the deductive or theory-driven content analysis method is that units classified in the same 

categories are recognised by the researchers as sharing the same meaning (Elo & Kyngäs, 2008). 

The main categories used in the analysis or coding are based on the research on teacher 

educators’ professional learning. According to the literature review, teacher educators’ learning 

or implementation of the new teacher education strategy to teacher education practices could be 

supported by guiding teacher educators in a goal-oriented, active and collaborative learning 

process. Moreover, the teacher educators should be guided in evaluating and reflecting on their 

working and learning. The real teacher education context and the research orientation in the 

project could help to support the learning. The idea of collaboration involves networking at the 
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local and national levels. The main categories and their definitions in the coding are described in 

Table 1. 

 

Main category Description of the category 

Goal orientation The pilot project activities are designed or organised according to the pilot project 

aims, which are in line with the aims of the national TEDP. 

Active learning Teacher educators are active in setting the aims or planning the activities of the pilot 

project and working actively on the pilot project activities. 

Collaboration Teacher educators who are participating in the pilot project are active in 

collaboration, interaction or networking with other teacher educators. They could 

also network with teacher educators who are not in the pilot project in their own or 

other teacher education institute or with school teachers. 

Reflection Teacher educators who are participating in the pilot project are evaluating project 

activities or reflecting on the process or outcome of the pilot project or their own 

learning. 

Contextualising Teacher educators who are participating in the pilot project are developing, 

improving or designing something they can use in their own teaching or supervision, 

or they are developing a teacher education programme or curriculum. The outcomes 

of the project are applied directly to teacher education. 

Research orientation The design of the pilot project is based on research activities, or the needs are 

clarified based on research. 

Table 1. The main categories describing the nature of the activities of the pilot projects and their definitions 

used in coding the answers of the pilot project leaders. 

 

After defining and describing the main categories, a pilot coding process was organised to 

clarify the categories and their definitions. A coding unit, including one core idea, was assigned 

for each main category. During the pilot testing, the first author analysed three pages of the text, 

and a research assistant examined the same amount of text. After the pilot testing, they discussed 

the findings and agreed to add examples, especially to the ‘collaboration’ and ‘contextualisation’ 

category descriptions (see Table 3), in order to better recognise the categories in the text. 

Altogether, 2097 coding units were identified in the responses. In the text, there were several 

sentences that did not focus on the domain of professional learning, such as ‘We used Facebook 

and web pages for informing forthcoming activities.’ 

The coding units in each main category were then coded into subcategories. These 

subcategories were constructed inductively based on the project leaders’ answers. The analysis 

followed handbook guidelines (e.g. Schwarz, 2015; Weber, 1990). During the inductive coding, a 

total of 20 subcategories were recognised under the main categories. The definitions and coding 

were tested in a way similar to the coding of the main categories. In a second test, 76% of the units 

on pages 4–6 were coded in a similar way by the research assistant and one of the researchers. 

Table 3 introduces the definitions and examples for each subcategory and the frequencies of all 

subcategories. 
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Results  

 

Our aim has been to analyse the outcomes and the characteristics of the pilot projects that 

supported the implementation of the TEDP. The implementation was considered to take place 

through teacher educators’ professional learning. The pilot project directors were asked to 

evaluate how well the pilot project supported the achievement of the original aims of the TEDP. 

The directors believed that 20 out of the 24 listed strategic aims had been achieved well (the 

average was over 2.5 in four-point scale). According to the evaluations, the research-oriented 

pilot projects have had good progress, for example, in the development of the following: 

- practices that support the development of competences needed in the teaching profession; 

- practices that support the development of student teachers’ research skills; 

- practices that support student teachers’ in the generation of ideas; 

- the selection of students for teacher education programmes; 

- collaboration culture in teacher education; 

- networking in teacher education; 

- student centredness in teacher education; 

- learning environments in teacher education. 

The directors, especially (average over 3), emphasised that the pilot project activities had 

been research- and goal-oriented and interactive, as was emphasised in the call for proposals. 

Only four aims were evaluated to have been achieved satisfactorily, meaning their average was 

between 2 and 2.5. These aims were related to the structure of the teacher education, the 

description of the teacher education programme, the use of digital tools in teacher education and 

pedagogical leadership. Because the pilot project directors evaluated that almost all of the aims 

of the TEDP had been achieved at least well, it is appropriate to analyse the pilot project 

activities because they have supported the teacher educators in achieving the aims of the TEDP 

or supported the teacher educators’ learning according to the aims of the TEDP. 

To have two views on the characteristics of the pilot project activities, how the pilot 

project directors (NDirector = 31) and partners (NPartner = 500 – 670 depending the question) had 

experienced the characteristics of the pilot project activities supportive for the achievement of 

the TEDP aims. The evaluations are presented in the Table 2. 
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Characteristics of the pilot 

project activities which were 

supportive for the 

achievement of the TEDP 

aims  

Partner Director     

N M S.D.  N M S.D.   U p 

There has been interaction 

among the project members 

697 3.52 .73 31 3.72 .46  9973 .231 

We have been working 

collaboratively 

694 3.46 .75 31 3.72 .46  9336 .081 

The previous knowledge and 

skills of the partners have been 

taken into account 

684 3.35 .83 30 3.33 .71  9709 .581 

Our work has been research 

based  

670 3.29 .87 31 3.78 .42  7335 .001 

We have been working in 

authentic situations during the 

pilot project 

643 3.17 .94 29 3.17 .89  9178 .879 

Partners have been active in the 

pilot project 

669 3.08 .95 31 3.31 .73  9541 .269 

Partners have been networking 

in their own institutes 

608 2.96 1.07 31 3.23 .72  8553 .360 

Partners have been guided to 

reflect on their learning during 

the pilot project 

587 2.95 .98 29 3.21 .68  7563 .286 

Partners have been networking 

with experts outside their own 

institutes 

654 2.86 1.03 28 2.92 .71  9112 .964 

Partners have been active in 

evaluating the progress of the 

pilot project 

521 2.36 1.18 31 3.03 0.82  5707 .002 

Partners have been active in 

setting aims for the pilot project 

520 2.23 1.28 31 3.19 0.79  4648 0.00 

Table 2. Evaluation of the characteristics of the pilot project activities  

by the partners and the directors of the project, 

 

For a third view considering the characteristics of the activities of the pilot projects 

supportive for implementation, we analysed the project directors’ (NDirector = 31) answers to the 

five open questions, as described earlier, using the main categories introduced in Table 1. The 

identified subcategories in the inductive coding and their frequencies are presented in Table 3. 
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Main category Subcategory 
Description of the category 

the text emphasises 
f Example of a text 

     

Goal orientation - setting of pilot 

project aims 

- the aims of the pilot projects are 

discussed or set in collaboration 

84 We will design new content for special 

needs education through a network of 

six universities and several schools. 

- progress according  

  to original aims 

- progress of the project according to 

the aims 

53 Systematic coordination has supported 

the sub-projects’ progress according to 

the aims. 

- progress according  

  to new aims 

- progress of the project according to 

the modified aims or delay in the 

progress 

19 In the original aims, we did not 

emphasise international collaboration 

as much as it now realised. Therefore, 

we modified the original aims. 

Activeworking and 

learning 

- active co-planning - TEs active in the planning of the 

activities 

73 The frequent meetings of the planning 

group are important for making 

progress in the project. 

- active learning - TEs active in learning in the pilot 

project activities, such as 

workshops, weekly meetings and 

seminars 

93 We organised a two-day boat seminar to 

engage TEs in the design of the project 

outcome. We made a site visit in order to 

benchmark practices. 

We designed learner-centred MOOC. 

- conference 

participation 

- TEs actively participating 

conferences and seminars 

40 We encourage TEs to participate in 

conferences in order to present the 

project outcomes and for international 

networking. 

Collaboration - international 

collabora-tion 

- TEs active in international 

collaboration within the pilot project 

53 We have utilised our international 

research network to discuss the 

outcomes about equality in TE. 

- national 

collaboration 

- TEs active in national collaboration 

within the pilot project 

90 We are networking actively with TEs in 

other universities and have received 

more external money for organising 

network meetings. 

- local collaboration - TEs active in local/own unit 

collaboration within the pilot project 

40 TEs have been supported to collaborate 

and network locally, including 

networking with schools, mentor Ts. 

- collaboration through 

digital tools 

- TEs active in collaboration through 

digital tools within the pilot project 

153 We have used Facebook for disse-

mination of the project outcomes – there 

is active interaction and commenting 

from other Nordic countries. 

Reflection - self-evaluation - TEs active in self-evaluation 12 We have been active with TEs in the 

development of a questionnaire which 

supports TEs self-evaluation. 

- reflection - TEs active in reflection 8 A special meeting supporting TEs’ 

reflection has been organised. 

- reflection based on 

data 

- reflection based on the collected 

feedback or data from the TEs 

32 The course evaluations, collected during 

spring 2018, show that the training has 

been useful for the participants. 

  - quality work - design and reflection is part of the 

quality work 

 2 We have developed, tested and validated 

a questionnaire which could be used in 

the evaluation of TEs’ PL. 
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Main 

category 
Subcategory 

Description of the category 

the text emphasises 
f Example of a text 

Context-

ualising 

- designing an 

outcome 

- TEs active in developing, 

improving or designing something 

they can use in their own teaching 

or supervision 

165 TEs have designed new pedagogical 

models for organising teaching practice, 

especially towards collaborative and 

innovative learning. 

We are designing a local model to 

support teachers’ professional 

development and will implement the 

model in all schools in the local area. 

- designing 

learning 

material 

- TEs active in developing learning 

materials 

35 We have developed podcasts and 

YouTube videos which introduce 

pedagogical approaches, such as co-

teaching and pedagogical leadership, 

and support the learning of transversal 

competences by student teachers. 

- designing the 

programme 

- TEs active in developing the 

teacher education programme or 

curriculum 

31 We have been active in improving 

secondary teacher education 

programmes and teaching methods 

supporting innovative orientation in 

teacher education in versatile learning 

environments. 

Research 

orientation 

- clarifying of 

needs 

- the needs are clarified or 

recognised based on research 

48 We conducted a systematic review of 

health education teachers’ competencies 

and teacher education and interviewed 

85 health education teachers and 

student teachers in order to identify 

needs. 

We designed the in-service model and 

considered the research on TEs’ 

learning. 

- design is 

based on 

research 

- the design of the pilot project 

outcome is based on research 

activities 

128 The designed teacher education models 

have been piloted, and we will continue 

the research-based development. 

- international 

research 

collaboration 

- international research collaboration 19 The model supporting the induction 

phase has been developed in research 

collaboration with Nordic and Baltic 

researchers. 

Table 3. The subcategories and definitions used in the inductive coding of the answers of the pilot project 

leaders (NDirector = 31) and examples of original answers (TE = teacher educators). 

 

 

Discussion 

 

Implementing a professional strategy in teacher education and engaging teacher educators 

in the implementation of the strategy to teacher education programmes and activities is 

challenging, as Beach et al. (2014, p. 167) and Révai (2018) have argued.  

The directors of the pilot project indicated that 20 out of the 24 listed strategic aims of the 

TEDP had been achieved well or very well through the pilot project activities. The aims related 

to the nature of the development work, such as ‘The project leader emphasises interaction in 

his/her leadership’ or ‘The project activities are research based,’ were evaluated as having been 



Australian Journal of Teacher Education 

Vol 46, 10, October 2021       33 

achieved very well. The aims related to the six strategic action guidelines were determined to 

have all been achieved very well or well. There were, however, challenges in the implementation 

of the pilot project outcomes within teacher education courses. Three aims related to these type 

of aims were considered to have been achieved only satisfactorily. However, the survey was 

organised after 1.5 years after starting the pilot project activities, and the concrete 

implementation was at the beginning.  

We have been especially interested in this paper about the characteristics of the pilot 

project activities and how they supported the implementation of the TEDP and guided the 

teacher educators in their professional learning related to the new strategic aims. We assume that 

the implementation of the strategy happens through professional learning and practices, as 

Bourke et al. (2018) Nonaka et al. (2006) and Maier and Schmidt (2015) have argued. In a 

similar way, Révai (2018) argued that professional learning and activities help to create a mutual 

dialogue between teacher educators and stakeholders and could be seen as agents of change. 

Moreover, the pilot project directors evaluated that the projects have achieved aims, which were 

emphasised in the TEDP. These are the reason why we have analysed the characteristics of the 

pilot projects. The characteristics of the pilot project activities were analysed based on the pilot 

project directors’ and active partners’ responses to the surveys, which monitored their 

experiences in the pilot project activities. And, as mentioned, to have a third view considering 

the nature of the activities, we analysed the pilot project directors’ answers to the five open 

questions.  

The directors and partners felt strongly that eight of the 11 characteristics had been very 

supportive for the implementation of the TEDP aims (the average was over 2.9 on a scale of 1–4; 

Table 2). The partners’ prior knowledge was taken into account, and the work was organised in 

authentic situations (contextuality), as Rasku-Puttonen et al. (2004) and Renkla (2001) have 

emphasised. Moreover, the partners were guided to interact, collaborate and reflect on their own 

learning. This means that the work was consistent with the recommendations of the research on 

teacher educators’ professional learning (Czerniawski et al., 2018; Ping et al., 2020). Moreover, 

both the directors and the partners felt that the partners had been active in the pilot project 

activities and had networked with other experts in their own institutes as well as experts from 

outside of them.  

The directors’ and partners’ evaluations of the characteristics of the pilot project activities 

were rather similar, but there were statistically significant differences in the evaluations in three 

cases (Table 2). First, the directors found the work to be more research-based than the partners 

did. However, the partners’ average related to research orientation item was also high, 3.3, in 

four-point scale. Consequently, both directors and partners felt that there had been a strong 

research orientation in the projects. This is important as teacher educators are typically engaged 

in research activities in addition to teaching activities (Cao et al., 2021; Diery et al., 2020). 

Second, the directors perceived higher than partners that the partners were active in the setting of 

aims and, third, in the evaluation of the progress of the pilot projects.  

Both recognised the pilot project activities as having taken place in real situations or 

within contextual topics in their evaluations of their activities (Table 2). This information could 

be connected to the very positive evaluations of the directors of the pilot projects related to the 

achieving of the aims of the pilot projects. For example, the directors evaluated that the partners 

had learned practices to support the development of student teachers’ competences they need in 

the teaching profession or how to engage student teachers in learning as well as how to support 

students’ learning. We claim that the pilot project approach in the implementation of the TEDP 

https://onlinelibrary.wiley.com/doi/full/10.1111/ejed.12346#ejed12346-bib-0013
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have had potential to support the learning of the teacher educators and to implement new 

materials and practices in real teacher education situations, as Rasku-Puttonen et al. (2004) and 

Renkla (2001) have emphasised. Consequently, most characteristics that have been recognised in 

the research literature as supporting teacher educators’ professional learning were evaluated to 

have been experienced well in the pilot project activities (the average was between 2.9 and 3.8) 

(Czerniawski et al., 2018; Kitchen & Figg, 2011; Mansvelder-Longayroux et al., 2007; Van den 

Bergh et al., 2015).  

Only two characteristics supportive of professional learning were evaluated to have 

happened at least satisfactorily, especially by the partners (average 2.2 to 2.4). The partners felt 

that they did not have adequate opportunities to participate in establishing the aims of the pilot 

project or in the evaluation of the progress of the project. Therefore, it is important in future 

projects to ensure more possibilities for partners to participate in the goal setting and evaluation 

of the progress of the project.  

As shown in Table 3, the pilot project leaders’ answers to the open questions most 

frequently included mentions of collaboration (336 times) at the national (90), international (53) 

and local levels (40) as characteristics of working and learning within the pilot project, especially 

collaboration through the use of digital tools (153). Social media, learning management systems 

and collaborative digital media (61) were mentioned more frequently than traditional email (11). 

This is in line with the survey: Both the directors and partners strongly felt (the average was over 

3; Table 2) that the activities in the pilot project had been very interactive and collaborative. The 

directors mentioned the contextualisation of the work (231 times) by designing a concrete model 

of teacher education (165), designing learning materials (35) or renewing the teacher education 

programme (31). This contextualisation was also recognised as an important characteristic of the 

pilot project by the pilot project partners (Table 2: We have been working in authentic situations 

during the pilot project). Active learning (93), co-planning of the activities (73) and active 

participation in activities (40) were also highly emphasised in the answers. The project partners 

recognised these as important characteristics of the pilot project in answering the survey. 

Research orientation in designing (128), clarifying needs (48) and international research 

collaboration (19) were also emphasised in the open question answers. The pilot project leaders 

wrote about aims, the setting of aims or the re-setting of aims 156 times in their open answers, 

but the project partners felt that they had not been participants in the setting of aims. According 

to Table 2, the partners indicated that they had not been so active in self-evaluation related to the 

pilot project. This is in line the low number of mentions of self-evaluation – the leaders wrote 

about the role of self-evaluation in the pilot projects 12 times in their open answers. However, in 

the survey, both directors and partners emphasised that they had been successfully supported in 

reflection on their own learning. The directors wrote about reflection 40 times, which is rather 

low compared to the other characteristics (Table 3). In the big picture, the findings are similar to 

those of Czerniawski et al. (2018) and Ping et al. (2020), who surveyed teacher educators’ 

opinions about their professional learning. Ping et al. (2020) recognised learning through formal 

and informal collaborative activities, such as in learning communities or through getting input 

from others by discussing or exchanging opinions. They also emphasised reflective activities, 

such as collaborative and individual reflections. 

The project directors evaluated the research orientation (Our working has been research 

based) in the pilot projects as one of the most successful characteristics from the point of view of 

success in the implementation and learning; however, the partners situated this characteristic in 

the middle of the list of successful characteristics. Research orientation in professional learning 
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was also recognised as most important for teacher educators by Czerniawski et al. (2018). Ping 

et al. (2020) argue that teacher educators prefer learning through academic engagement, such as 

conducting academic and practitioner research or a development project. Traditional academic 

activities, such as reading and writing research papers or attending academic conferences, were 

also considered supportive for professional learning (Cao, et al., 2021; Diery et al., 2020). 

We argue based on the survey data and analysis of the open answers that the 

implementation of the TEPD through the pilot projects offers a supportive environment for 

teacher educators’ autonomous roles in their project activities and professional learning. 

Collaboration and networking creates forums for discussing the strategic aims and their 

implementation and supports the planning and implementation of the TEDP (Kitchen & Figg, 

2011; Paavola & Hakkarainen, 2014). Therefore, collaboration and networking include teacher 

educators’ collaboration inside one university, between universities and between stakeholders 

and parties in education, such as the MEC, providers of education or municipalities and teachers. 

These ‘supportive’ characteristics for the implementation of the strategy also support teacher 

educators’ professional learning (Maier & Schmidt, 2015). This is important for implementation 

because the implementation was assumed to happen through teacher educators’ professional 

learning within the pilot projects. However, there is clear evidence that the project partners felt 

they did not have enough possibilities to participate in the setting of aims for the pilot projects 

and in the evaluation of progress of the pilot projects – although the project directors felt that 

they had. Therefore, common goal setting and evaluation should be emphasised more in teacher 

educators’ professional learning.  

There are limitations in the Finnish approach to the implementation of a national strategy 

in teacher education. The limitations are consequences of the decentralised education system and 

the autonomous role of teacher educators. The autonomous role of teacher educators refers to 

different individuals having attended different meetings according to their personal interest. This 

makes it difficult to achieve consensus even through collaboration. On the other hand, a 

consensus orientation means that strategic objectives have not necessarily been structured into 

the most coherent structure. Moreover, it is challenging to construct a clear plan or agreement on 

the responsibilities, schedule and support of the implementation process. Therefore, developing a 

national-level strategy for teacher education through collaboration is not an easy process.  

There are also limitations in our study. First, the data collection was done 1.5 years after 

the starting of the pilot projects, and the implementation process was not ready. However, in 

policy-driven activities, it is important to plan and implement the strategy during one 

government period. The monitoring and evaluation should be included in the process. Second, 

the main informants were the 31 pilot project directors. However, they have also been teacher 

educators – not only pilot project directors. In order to learn more about the implementation of 

the strategy, a larger group of teacher educators and even student teachers should be interviewed 

and teacher education practices observed. Third, it is challenging to determine the influence of 

collaborative strategy planning in the implementation of the strategy. Therefore, this link should 

be researched further.  

 

 

Conclusions 

 

We have been researching the implementation of a teacher education strategy, TEDP. The 

TEDP was implemented through teacher education practices-oriented pilot projects, because it is 
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widely known that startegies are not easily transferred to practice (Révai, 2018; Russel & Martin, 

2010). A common approach in the implementation of strategies or standards is control, such as a 

national-level assessment of teachers’ performance or accreditation aligned with the standards 

(Call, 2018). Bourke et al. (2018) have argued that little attention has been paid to teacher 

educators and how they adopt teacher education strategies through professional learning (Maier 

& Schmidt, 2015; Nonaka et al., 2006). Although, we are not able to generalise our findings, we 

think that teacher educators should be better taken into account in implementing strategies or 

policy to practice.  

Instead of the control approach, it has been appropriate to implement the TEDP through 

supporting teacher educators’ professional learning, especially in a country which emphasises 

decentralisation and autonomy at the teacher, school, and municipality and university levels. 

Decentralisation allows teacher educators to address local contexts, such as collaboration with 

local providers of education, stakeholders and student teachers as well as education research 

outcomes in the implementation. However, decentralisation and autonomy make the 

implementation of national strategies challenging – that is, how autonomous entities could and 

should be supported in adopting strategies. In this type of environment, the collaborative 

construction of a national-level teacher education strategy, TEDP, and the implementation of the 

strategy through national and local meetings and especially through funded pilot projects have 

been recognised as supportive for the implementation of the strategy and teacher educators’ 

professional learning process.  

Our study does not tell much about the learning outcome of teacher educators and how 

the teacher education programmes have changed. We have only project directors self-assessment 

about achievement of the aims of the TEDP. Research on teacher education programmers and 

practices are needed in order to know in detail about the outcomes of the implementation of the 

startegy. However, this study tells about the learning process of teacher educators. The call for 

and subsequent organisation of pilot projects have been supportive for the teacher educators 

professional learning processes. The process had similar characteristics to what is known as 

supportive to teacher educators professional learning based on the literature review. It is 

important to know how in a country, where education system is very decentralised, it is possible 

to engage teacher educators in professional learning in the context of new teacher education 

strategy. 

During the construction of a national-level teacher education strategy, we recognised that 

the preparation of a teacher education strategy needs enough time and large group of experts in 

order to achieve a consensus in the design. In our case the preparation of the strategy was done 

in a 70-person expert group, where we had representatives from all universities. Moreover, we 

engage stakeholders, such as, education providers, employee organisations and teacher unions, in 

addition to ministry people and teacher educators in the planning process (Lavonen et al., 2020). 

Based on our experiences on the implementation of the strategy, we suggest that it is important 

to consider the following: 

- Engage stakeholders, such as education providers, in the implementation of the teacher 

education strategy or teacher standard. 

- Provide sustainable resources for the implementation of the strategy and publish an open 

call for pilot projects. In our case, altogether 45 collaborative pilot projects were financed 

by the MEC through the allocation of 27 million euros during the period 2017–2019. 

- Organise research-oriented pilot projects that support the professional learning of teacher 

educators and the dissemination of the strategy and pilot project outcomes. Research-
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oriented pilot projects support teacher educators’ professional learning, but so does the 

networking inside and between the universities and between the universities and schools. 

The pilot projects emphasised goal orientation, active working and learning, 

collaboration, reflection, the contextualising of the learning and a research orientation as 

described in detail in the Table 3. 

- In the call for pilot projects, emphasise large proposals, which are designed through 

collaboration between universities and education providers (schools). In our case, all 

universities and one-fourth of the municipalities (providers of education) acted as 

partners in the pilot projects. 

Consequently, the implementation of the strategy, TEDP, has been in line with OECD 

recommendations (Burns & Köster, 2016) or those in research papers (Darling-Hammond, 1999; 

Pedaste et al., 2019; Williams, 2014). The original OECD recommendations (Burns & Köster, 

2016) did not include a research orientation in the planning and implementation of national-level 

strategies. They also did not include continuous quality assurance, which refers to, for example, 

the collection of progress data from the pilot projects and informing the pilot projects based on 

the collected and analysed data. In our case, the quality assurance happened mainly through 

collaboration, networking and national meetings, which offered opportunities for presentations of 

the pilot projects and peer-evaluations. Piloting also allows the modification of the aims if 

needed. In general, piloting provides an environment for teacher educators’ collaborative and 

reflective professional learning and serves as a tool for disseminating the strategy (Kitchen & 

Figg, 2011; Maier & Schmidt, 2015).  

 

 

References 

 

Beach, D., Bagley, C., Eriksson, A., & Player-Koro, C. (2016). Changing teacher education in 

Sweden: Using meta-ethnographic analysis to understand and describe policy making and 

educational changes. Teaching and Teacher Education, 44, 160–167. 

https://doi.org/10.1016/j.tate.2014.08.011 

Bourke, T., Ryan, M., & Ould, P. (2018). How do teacher educators use professional standards in 

their practice? Teaching and Teacher Education, 75, 83–92. 

https://doi.org/10.1016/j.tate.2018.06.005 

Burns, T., & Köster, F. (Eds.) (2016). Governing education in a complex world: Educational 

Research and Innovation. OECD Publishing. https://doi.org/10.1787/9789264255364-en 

Call, K. (2018). Professional teaching standards: A comparative analysis of their history, 

implementation and efficacy. Australian Journal of Teacher Education, 43(3). 

https://doi.org/10.14221/ajte.2018v43n3.6 

Cao, Y., Postareff, L., Lindblom-Ylänne, S., & Toom, A. (2021). A survey research on Finnish 

teacher educators’ research-teaching integration and its relationship with their approaches 

to teaching. European Journal of Teacher Education. 

https://doi.org/10.1080/02619768.2021.1900111 

Creswell, J. W., Plano Clark, V. L., Gutmann, M., & Hanson, W. (2003). Advanced mixed 

methods research designs. In A. Tashakkori & C. Teddlie (Eds.), Handbook of mixed 

methods in social & behavioral research (pp. 209–240). Sage 

  

https://doi.org/10.1016/j.tate.2014.08.011
https://doi.org/10.1016/j.tate.2018.06.005
https://doi.org/10.1787/9789264255364-en
https://doi.org/10.14221/ajte.2018v43n3.6
https://doi.org/10.1080/02619768.2021.1900111


Australian Journal of Teacher Education 

Vol 46, 10, October 2021       38 

Czerniawski, G., Gray, D., MacPhail, A., Bain, Y., Conway, P., & Guberman, A. (2018). The 

professional learning needs and priorities of higher-education-based teacher educators in 

England, Ireland and Scotland. Journal of Education for Teaching, 44(2), 133–148. 

https://doi.org/10.1080/02607476.2017.1422590 

Darling-Hammond, L. (1999) Reshaping teaching policy, preparation and practice: Influences on 

the National Board for Teaching Professional Standards. AACTE Publications. 

https://files.eric.ed.gov/fulltext/ED432570.pdf 

Diery, A, Vogel, F., Knogler, M., & Seidel, T. (2020). Evidence-based practice in higher 

education: Teacher educators' attitudes, challenges, and uses. Frontiers in Education, 5. 

https://doi.org/10.3389/feduc.2020.00062 

Eklund, G. (2018). Master’s thesis as part of research-based teacher education: A Finnish case. 

Journal of Teacher Education and Educators, 8(1), 5–20. 

Elo, S., & Kyngäs, H. (2008). The qualitative content analysis process. Journal of Advanced 

Nursing, 62(1), 107–115. https://doi.org/10.1111/j.1365-2648.2007.04569.x 

Furlong, J. (2005). New Labour and teacher education: The end of an era. Oxford Review of 

Education, 31(1), 119–134. https://doi.org/10.1080/0305498042000337228 

Garet. M., Porter. A., Desimone, L., Birman, B. &Yoon, K. S. (2001). What makes professional 

development effective? Results from a national sample of teachers. American Education 

Research Journal, 38(4), 915–945. https://doi.org/10.3102/00028312038004915 

Hiebert, J., Gallimore, R., & Stigler, J. (2002). A knowledge base for the teaching profession: 

What would it look like and how can we get one? Educational Researcher, 31(5), 3–15. 

https://doi.org/10.3102/0013189X031005003 

Holappa, A.-S. (2007). Perusopetuksen opetussuunnitelma 2000-luvulla – Uudistus paikallisina 

prosesseina kahdessa kaupungissa [The renewal of the basic education curriculum: Case 

study in two cities]. Acta Universitatis Ouluensis. Series E 94. Oulun yliopisto. 

Kasvatustieteiden tiedekunta. 

Kitchen, J., & Figg, C. (2011). Establishing and sustaining teacher educator professional 

development in a self-study community of practice: Pre-tenure teacher educators 

developing professionally. Teaching and Teacher Education, 27(5), 880–890. 

https://doi.org/10.1016/j.tate.2011.02.003 

Lavonen, J., Mahlamäki̇-kultanen, S., Vahtivuori̇-Hänninen, S., & Mi̇kkola, A. (2020). A 

collaborative design for a Finnish teacher education development programme. Journal of 

Teacher Education and Educators, 9(2), 241–262. 

https://dergipark.org.tr/en/pub/jtee/issue/56618/728673 

Loughran, J. (2014). Professionally developing as a teacher educator. Journal of Teacher 

Education, 65(4), 271–283. https://doi.org/10.1177/0022487114533386 

Luft, J. A., & Hewson, P. W. (2014). Research on teacher professional development programs in 

science. In S. K. Abell & N. Lederman (Eds.), Handbook of research in science 

education (2nd ed., pp. 889–909). Taylor and Francis. 

Maier, R., & Schmidt, A. (2015). Explaining organizational knowledge creation with a knowledge 

maturing model. Knowledge Management Research & Practice, 13(4), 361–381. 

https://doi.org/10.1057/kmrp.2013.56 

Mansvelder-Longayroux, D. D., Beijaard, D., & Verloop, N. (2007). The portfolio as a tool for 

stimulating reflection by student teachers. Teaching and Teacher Education, 23(1), 47–

62. https://doi.org/10.1016/j.tate.2006.04.033 

https://doi.org/10.1080/02607476.2017.1422590
https://doi.org/10.3389/feduc.2020.00062
https://doi.org/10.1111/j.1365-2648.2007.04569.x
https://doi.org/10.1080/0305498042000337228
https://doi.org/10.3102/00028312038004915
https://doi.org/10.3102/0013189X031005003
https://doi.org/10.1016/j.tate.2011.02.003
https://doi.org/10.1016/j.tate.2011.02.003
https://doi.org/10.1177/0022487114533386
http://paperpile.com/b/fF6bGr/ZKR3
file:///C:/Users/lavonen/Tutkimus/opettajankoulutusfoorumi%20TUTKIMUS/,
http://paperpile.com/b/fF6bGr/ZKR3
https://doi.org/10.1057/kmrp.2013.56
https://doi.org/10.1016/j.tate.2006.04.033


Australian Journal of Teacher Education 

Vol 46, 10, October 2021       39 

Ministry of Education and Culture (MEC). (2016). Opettajankoulutuksen kehittämisohjelma 

[Development Programme for Teachers’ Pre- and In-service Education]. 

https://minedu.fi/artikkeli/-/asset_publisher/opettajankoulutuksen-kehittamisohjelma-

julkistettiin-opettajien-osaamista-kehitettava-suunnitelmallisesti-lapi-tyouran 

Müller, J., Norrie. C., Hernández. F., & Goodson. I. (2010). Restructuring teachers’ work-lives 

and knowledge in England and Spain. Compare, 40(3), 265–277. 

https://doi.org/10.1080/03057920902830061 

Murray, J., & Male, T. (2005). Becoming a teacher educator: Evidence from the field. Teaching 

and Teacher Education, 21, 125–142. https://doi.org/10.1016/j.tate.2004.12.006 

Niemi, H., Toom, A., & Kallioniemi, A. (2012). Miracle of education: The principles and 

practices of teaching and learning in Finnish schools. Sense Publishers. n 

https://doi.org/10.1007/978-94-6091-811-7 

Nonaka. I., von Krogh, G., & Voelpel, S. (2006). Organizational knowledge creation theory: 

Evolutionary paths and future advances. Organization Studies, 27(8), 1179–1208. 

https://doi.org/10.1177/0170840606066312 

Oliveira, A. W. (2010). Improving teacher questioning in science inquiry discussions through 

professional development. Journal of Research in Science Teaching, 47(4), 422–453. 

https://doi.org/10.1002/tea.20345 

Paavola, S., & Hakkarainen, K. (2014). Trialogical approach for knowledge creation. In S. C. Tan, 

H. J. So., & J. Yeo (Eds.), Knowledge creation in education (pp. 53–73). Springer 

Singapore. https://doi.org/10.1007/978-981-287-047-6_4 

Panda, P. (2019). International perspectives on standards and benchmarking in teacher education. 

Oxford Research Encyclopedia of Education. 

https://doi.org/10.1093/acrefore/9780190264093.013.497 

Patton, K., & Parker, M. (2017). Teacher education communities of practice: More than a culture 

of collaboration. Teaching and Teacher Education 67, 351–360. 

https://doi.org/10.1016/j.tate.2017.06.013 

Pedaste, M., Leijen, Ä., Poom‐Valickis, K., & Eisenschmidt, E. (2019). Teacher professional 

standards to support teacher quality and learning in Estonia. European Journal of 

Education, Research, Development and Policy, 54, 

389– 399.  https://doi.org/10.1111/ejed.12346 

Ping, C., Schellings, G., Beijaard, D., & Ye, J. (2020). Teacher educators’ professional learning: 

perceptions of Dutch and Chinese teacher educators. Asia-Pacific Journal of Teacher 

Education. https://doi.org/10.1080/1359866X.2020.1725808 

Rasku-Puttonen, H., Eteläpelto, A., Lehtonen, O., Nummila, L., & Häkkinen, P. (2004). 

Developing teachers’ professional expertise through collaboration in an innovative ICT-

based learning environment. European Journal of Teacher Education, 27(1), 47–60. 

https://doi.org/10.1080/0261976042000211829 

Renkla, A. (2001). Situated learning: Out of school and in the classroom. In P. B. Baltes & N. J. 

Smelser (Eds.), International encyclopedia of the social & behavioral Sciences. Elsevier 

Science Ltd. http://www.iesbs.com/ https://doi.org/10.1016/B0-08-043076-7/02442-6 

Révai, N. (2018). What difference do standards make to educating teachers? A review with case 

studies on Australia, Estonia and Singapore. OECD Education Working Paper No. 174. 

OECD. 

http://www.oecd.org/officialdocuments/publicdisplaydocumentpdf/?cote=EDU/WKP(20

18)10&docLanguage=En 

https://doi.org/10.1080/03057920902830061
https://doi.org/10.1016/j.tate.2004.12.006
https://doi.org/10.1007/978-94-6091-811-7
http://paperpile.com/b/fF6bGr/Oa6E
http://paperpile.com/b/fF6bGr/Oa6E
http://paperpile.com/b/fF6bGr/Oa6E
https://doi.org/10.1177/0170840606066312
https://doi.org/10.1002/tea.20345
https://doi.org/10.1007/978-981-287-047-6_4
https://doi.org/10.1093/acrefore/9780190264093.013.497
https://doi.org/10.1016/j.tate.2017.06.013
https://doi.org/10.1111/ejed.12346
https://doi.org/10.1080/1359866X.2020.1725808
https://doi.org/10.1080/0261976042000211829
http://www.sciencedirect.com/science?_ob=ArticleURL&_udi=&_xRefDocId=isb305126.sgm&_user=949111&_fmt=full&_orig=na&_cdi=7110&view=c&_acct=C000049116&_version=1&_urlVersion=0&_userid=949111&md5=0e58bfd2da4cba33a0c6939c2bce9065#aff1
https://doi.org/10.1016/B0-08-043076-7/02442-6


Australian Journal of Teacher Education 

Vol 46, 10, October 2021       40 

Russel, T., & Martin, A. K. (2010). Learning to teach science. In S. K. Abell. & N. G. Lederman 

(Eds.), Handbook of research on science education (pp. 1174–1175). Routledge. 

Scholes, L., Lampert, J., Burnett, B., Comber, B. M., Hoff, L., & Ferguson, A. (2017). The 

politics of quality teacher discourses: Implications for pre-service teachers in high 

poverty schools. Australian Journal of Teacher Education, 42(4).  

http://dx.doi.org/10.14221/ajte.2017v42n4.3 

Schwarz, B. (2015). A study on professional competence of future teacher students as an 

example of a study using qualitative content analysis. In A. Bikner-Ahsbahs, C. Knipping 

& N. Presmeg (Eds.), Qualitative research in mathematics education (pp. 381–399). 

Springer. https://doi.org/10.1007/978-94-017-9181-6_14 

Torrance, D., & Forde, C. (2017). Redefining what it means to be a teacher through professional 

standards: Implications for continuing teacher education. European Journal of Teacher 

Education, 40(1), 110–126. https://doi.org/10.1080/02619768.2016.1246527 

Tirri, K. (2014). The last 40 years in Finnish teacher education. Journal of Education for 

Teaching, 40(5), 600–609. https://doi.org/10.1080/02607476.2014.956545 

Van den Bergh, L., Ros, A., & Beijaard. D. (2015). Teacher learning in the context of a 

continuing professional development programme: A case study. Teaching and Teacher 

Education, 47(1), 142–150. https://doi.org/10.1016/j.tate.2015.01.002 

Van Lankveld, T., Schoonenboom, J., Volman, M., Croiset, G., & Beishuizen, J. (2017). 

Developing a teacher identity in the university context: A systematic review of the 

literature. Higher Education Research & Development, 36(2), 325–342. 

https://doi.org/10.1080/07294360.2016.1208154 

Van Velzen, C., Van der Klink, M., Swennen, A., & Yaffe, E. (2010). The induction and needs 

of beginning teacher educators. Professional Development in Education, 36(1-2), 61–75. 

https://doi.org/10.1080/19415250903454817 

Weber, R. (1990). Basic content analysis: Quantitative applications in the social sciences. 

SAGE Publications. https://doi.org/10.4135/9781412983488 

Williams, J. (2014). Teacher educator professional learning in the third space: Implications for 

identity and practice. Journal of Teacher Education, 65(4) 315–326. 

https://doi.org/10.1177/0022487114533128 

Young, J. C., Hall. C., & Clarke, A. (2007). Challenges to university autonomy in initial teacher 

education programmes: The cases of England, Manitoba, and British Columbia. Teaching 

and Teacher Education, 23, 81–93. https://doi.https://doi.org/10.1016/j.tate.2006.04.008 

  

http://dx.doi.org/10.14221/ajte.2017v42n4.3
https://doi.org/10.1007/978-94-017-9181-6_14
https://doi.org/10.1080/02619768.2016.1246527
https://doi.org/10.1080/02607476.2014.956545
https://doi.org/10.1016/j.tate.2015.01.002
https://doi.org/10.1080/07294360.2016.1208154
https://doi.org/10.1080/19415250903454817
https://doi.org/10.4135/9781412983488
https://doi.org/10.1177/0022487114533128
https://doi.https/doi.org/10.1016/j.tate.2006.04.008


Australian Journal of Teacher Education 

Vol 46, 10, October 2021       41 

Appendix 1 

Project Director Questionnaire 

 

1. What were the concrete aim of the pilot project and/or the expected outcomes? 

 

2. Describe working, communication and networking models in the pilot project, including 

digital communication, supportive for achieving the TEDP aims. 

 

3. Evaluate how well the aims of the pilot project had been achieved with a likert scale 

instrument (1 = the aim has not been achieved at all; 4 = the aim has been achieved very 

well) 

 

The leadership in the project emphasises interaction. 

The leadership in the project is goal oriented. 

The leadership in the project supports project partners to achieve the aims of the project. 

The project activities are research based. 

The project activities have been designed according to the analysis of partner needs. 

The project activities support the collaboration with different parties in teacher education. 

We ave developed practices that support the the selection of student for teacher education 

programmes. 

We have developed collaboration culture in teacher education. 

We have developed internationalisation in teacher education. 

We have developed learning environments in teacher education. 

We have developed networking in teacher education. 

We have developed practices that are supportive for the development of school and teachers’ 

development plans. 

We have developed practices that support student teachers’ in the generation of ideas. 

We have developed practices that support the development of student teachers’ research skills. 

We have developed practices that support the development of student teachers’ competences 

they need in the teaching practice. 

We have developed practices that support the development of student teachers’ engagement in 

learning. 

We have developed practices that support the development of the collaboration between different 

parties in teacher education. 

We have developed practices that support to clarify the needs of new teachers. 

We have developed student centredness in teacher education. 

We have developed the use of digital tools in teacher education. 

We have developed practices that support the development of pedagogical leadership at school. 

We have had progress in the renewal of pedagogical studies. 

We have had progress in the renewal of teacher education programmes. 

We have had progress in the renewal of the structure of teacher education. 

 

4. Evaluate the nature of pilot project activities, which were supportive for the achievement 

of the project aims, with a likert scale instrument (1 = not at all successful … 4 = very 

successful)  
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Our work has been research based  

Partners have been active in evaluating the progress of the pilot project 

Partners have been active in setting aims for the pilot project 

Partners have been active in the pilot project 

Partners have been guided to reflect on their learning during the pilot project 

Partners have been networking in their own institutes 

Partners have been networking with experts outside their own institutes 

The previous knowledge and skills of the partners have been taken into account 

There has been interaction among the project members 

We have been working collaboratively 

We have been working in authentic situations during the pilot project 

 

5. How teacher educators were supported to network a) inside the project and b) with other 

teacher educators and schools? 

 

6. How a) research-based approaches and b) international collaboration were used in the 

pilot project and supported the achievement of the TEDP aims? 

 

7. How the progress of the pilot programme was a) evaluated and b) reflected? 

 

 

Appendix 2 

Project Partner Questionnaire 

 

1. Evaluate the nature of pilot project activities, which were supportive for the achievement of 

the project aims, with a likert scale instrument (1 = not at all successful … 4 = very 

successful)  

 

Our work has been research based  

I have been active in evaluating the progress of the pilot project 

I have been active in setting aims for the pilot project 

I have been active in the pilot project 

I have been guided to reflect on their learning during the pilot project 

I have been networking in their own institutes 

I have been networking with experts outside their own institutes 

My previous knowledge and skills have been taken into account 

There has been interaction among the project members 

We have been working collaboratively 

We have been working in authentic situations during the pilot project 
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