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1. Introduction


Most Finnish people share an experience that goes something like this: We are 
 listening to a speech in a school. It is usually the end of a semester. The speaker is a 
 teacher or the principal talking about how schools and education are important, how 
 the skills learned here will carry over the course of pupils’ lives, and how the values 
 we work by are the basis for a good life and a functioning society. The speaker might 
 go on about how these values help pupils work through conflicts even when they 
 might have not encountered such a conflict before, and how pupils can learn to turn 
 failures into victories. The potentials of the future and aspects of the present are 
 described with some broad terms, and many other points relevant to these themes 
 are brought up. Then, we might consider the daily life in schools and wonder what 
 happened to the sophisticated ideas and values that we heard about in the speeches. 


Where are they? How are they manifested? How does the daily practice of schools 
 relate to those values? A perceived disconnect between speeches and practice, or 
 words and actions, regarding these questions was the initial motivation for this 
 study. The theme of said disconnect is also a timely phenomenon in other spheres of 
 society, although that is outside the scope of this study.


Hearing about values in detail is inspiring to me on deep level. I have listened to 
many end-of-the-semester -speeches over the course of my studies as an ordinary 
Finn making his way through the primary school, high school, and an n number of 
years in two universities, but have not necessarily seen the values in the classes I 
attended. Granted, part of the reason for that was my lack of understanding of the 
abstract in the midst of the practical. The question of how the values manifest 
themselves in classrooms is a perennial one, important for the advancement of the 
society, and the topic of this study. The broader questions of what kind of moral 
values are best to live by and how to do that are unlikely to be ever finally answered, 
but our answers can improve over time. To paraphrase Professor Jordan Peterson, 
who has written a bestseller about values, there are innumerable ways to see the 



(5)world, but there is only a limited number of viable ways to see the world and live 
 successfully in it (Peterson, 2018: 312). 


Peterson’s recent success as a public intellectual is connected to the moral 


perspectives he discusses in his book with the aim of elevating individuals in their 
 lives by elaborating why traditional values have had merit, which is thematically in 
 the same spheres as the present study. According to Peterson (2018: 104), moral 
 values can be clichés, but they have traditionally also had meaningful content which 
 has to be rediscovered by each generation in order to live as well as the previous 
 generations and improve on that order of society. The success of his best-selling book 
 is also some indication of the general desire to engage in a discussion of moral values 
 at this time. 


Koskinen (1995: 16-17), on his part, takes a sobering look at the implications of 
 applying moral values during different eras. He notes that the same impulses that 
 would incite violence between rival clans in the distant past could now spark a 
 military conflict that has the potential to unprecedented destruction and death, and 
 that human moral sensitivity is lagging behind the capacity of humankind. While it 
 seems to be the case that there is some moral decay in the modern society, which 
 Koskinen (1995: 17) assigns partly as the result of receding religiosity, there is also 
 evidence of moral growth, for instance in the growing grassroots movements 
 responding to the ills of modern society. News today reflect these themes of 


consumerism, sexual harassment, political corruption, and sustainable use of natural 
 resources, for example, which are discussed regularly in a critical manner in public 
 Finnish forums.


All the issues above are connected by similar underlying questions: What is right, 
 valuable, and meaningful? How should one live their life? Written values represent 
 the ideals of their authors about what is good and valuable and worthy of pursuit. 


The National Curriculum for Basic Education has an honorable set of values for 
school staff to follow. Teaching as a profession is also characterised by high moral 



(6)standards of behaviour (see e.g. Tirri, 1999: 13-14, 19-21). As the ethical framework of 
 education is refined, it is important to understand how each iteration of documented 
 values are manifested in schools. Looking into the application of values in the school 
 is an attempt to improve our answers to the general questions above by gaining more 
 understanding of the specific issue of underlying values in English language 


teaching in upper elementary schools in Finland. 



2. Background literature


The central texts of underlying values in the Finnish National Core Curricula are 
 summarised and discussed first, in chapter 2.1, to give an initial context for this study 
 which is about the views on and the application of those values. Next, some of the 
 key concepts of this study are defined, as they are used here, in chapter 2.2. Lastly, 
 some previous studies on ethics in teaching and the topics included in the underlying 
 values are presented and discussed from relevant perspectives in chapter 2.3.



2.1 National Core Curriculum and the Underlying values


The central document of this study is the Perusopetuksen Opetussuunnitelman 
Perusteet 2014, or National Core Curriculum for Basic Education 2014 (later: NCC 
2014). It contains obligations for the foundation of organising basic education in 
Finland, along with the Constitution of Finland, the Basic Education Act and Decree 
and Government Decrees (NCC 2014: 14). The obligations and directions listed in the 
NCC include the underlying values on which the document is based on, general 
goals of basic education on the national level and directions for the application of 
them on the local level, aspects of operating culture to be taken into account as well 
as other factors in organising the daily activities in schools, guidelines for the 
assessment of learning, the principles guiding the support in learning and school 
attendance as well as special education, discussion of cultural and language issues in 
teaching, and the structure of the contents of each subject in some detail, among 
other issues of lesser significance to this study. The underlying values are reflected in 



(7)the entirety of the document as they are the basis on which the rest of the document 
 is built on. Note that underlying values refer to the content of chapter 2.2 (NCC 2014: 


15-16), while Underlying values, capitalised, refer to the chapter as a whole. 


Chapter 2.2, Underlying values of basic education (NCC 2014: 15-16), is the central 
 topic of this study. It is a statement of values on which the curriculum for basic 
 education is founded. These values are divided into the following four categories, 
 although they are not numbered in the original text:  


1. Uniqueness of each pupil and right to a good education


2. Humanity, general knowledge and ability, equality and democracy
 3. Cultural diversity as a richness


4. Necessity of a sustainable way of living


The four categories embed a number of distinct values each. Key content of the 
 chapter, from the perspective of this study, is listed and summarised next.  


The first category, uniqueness of each pupil and a right to a good education, deals 
 with the rights and needs of the pupil in terms of education. The rights mentioned in 
 this category include success in one’s studies and the right grow to one’s potential as 
 a human being, while it is simultaneously noted that exclusion from learning is a 
 threat to the healthy growth of an individual. Participation in the society is 


highlighted in terms of, firstly, pupils’ ability to affect positive change together with 
 others, secondly, developing pupils’ values to a sustainable direction in an 


interconnected world among peers, and thirdly, the interaction between school staff, 
 families, and their respective worldviews and educational ideals. 


The second category, humanity, general knowledge and ability, equality and 


democracy, deals with broader concepts and ideals of education and citizenship. The 
titular concepts are defined and elaborated on, such as by noting that in growing to 
one’s potential it is inevitable that conflicts between aims and the reality arise, and 
that part of general knowledge and ability is being able to handle them with 



(8)compassion, courage, and from an ethical perspective. Likewise, the need for the 
 ability of ethical conversation is affirmed, as well as for consideration of others’ 


viewpoints, and for efforts towards respectful social behaviour and self-regulation. 


Furthermore, it is stated that basic education has its foundations in acknowledging 
 human rights, respect for life, human dignity and equality, and it is meant to 


advance well-being, democracy, and the agency of citizens. Lastly, education aims to 
 improve the state of economic, social, regional and gender equality, and does not 
 require commitment of the pupils in terms of religious views and politics. However, 
 it should be noted that being politically uncommitted is not the same as being 


politically inactive or uninformed.


The third category, cultural diversity as a richness, is about paying attention to the 
 pupils’ cultural heritage and building their cultural identity. There is an emphasis on 
 learning from each other within and between cultures and laying a foundation of a 
 genuine sense of interconnectedness. Global citizenship is indicated as a desirable 
 aim, as is acceptance of diversity.


The fourth and last category, necessity of a sustainable way of living, discusses the 
 role of environment and sustainable ways of living. It emphasises individuals’ 


responsibility both in their choices as consumers, and as agents in the process of 
 cultural development. Importantly, in terms of this study, basic education includes 
 discussion about the conflicts between a sustainable future, and consumption and 
 production. Furthermore, joint acts of improving our way of life are sought and 
 performed, in pursuit of both affecting change and conditioning pupils to 
 participating in this change as subjects.   


The curriculum of 2014 has been in effect since 1.8.2016 on grades 1-6 and since 
1.8.2017 on grade 7. Schools are to start applying the curriculum of 2014 in 2018 and 
2019 on grades 8 and 9, respectively (NCC 2014: 3). Therefore, teachers in upper 
elementary English classes have applied the new curriculum for a duration shorter 
than a school year by the time the interviews for this study started. The previous 



(9)curriculum and its underlying values have to be taken into as well to some degree, 
 considering that those were still in use on grades 8 and 9 during the interviews for 
 this study. This study, then, is an investigation of the underlying values as they are 
 said to be viewed and applied at the junction of these two curricula with a marked 
 emphasis on the newer version. Even though the newer version is not fully in effect 
 yet, its underlying values are already being applied to varying degrees, as will be 
 discussed in chapter 4 of this study, for at least two reasons. First, there is significant 
 similarity in the content between the two iterations of the Underlying values, of 2004 
 and 2014, which means that some of the underlying values in the more recent 


document have already been applied with the previous curriculum. Second, 


applying the newer underlying values on grade 7 may well have an effect on English 
 teaching on grades 8 and 9, even if nothing certain could be said about the size of 
 that effect based on the data of this study.


The chapter on the Underlying values of the 2004 curriculum (NCC 2004: 12) 


contains most of the same concepts discussed in the version of 2014, but they are not 
 elaborated nearly as much. While the 2014 version is nearly two pages long, only half 
 a page was used in 2004. Nonetheless, each of the four categories, discussed above in 
 reference to the newer version, are present in a limited form in the older version. 


Human rights, equality, and democracy, for example, were mentioned among the 
 underlying values of the curriculum of basic education of 2004 but not described any 
 further, whereas in the 2014 version the concept of general knowledge or ability is 
 added, and all of these concepts are elaborated in more detail, as discussed earlier in 
 this chapter. The following ideas are mentioned in the 2004 underlying values as well 
 as in the 2014 version: diversity of learners, a sense of community, support of the 
 formation of the pupil’s own cultural identity, intercultural understanding, regional 
 equality, gender equality, nondenominational and politically neutral education, and 
 preservation of environmental viability. 


At this point it is important to emphasise that the Underlying values is the ethical 
basis on which the curriculum is built on, and as such it is not meant as a guideline 



(10)for the preparation of each individual lesson, but rather for basic education in its 
 entirety (NCC 2014: 15). Therefore, the document indicates that these values are to be 
 applied in a way that is appropriate to a given situation in a school environment, not 
 necessarily comprehensively in any specific situation. Likewise, the responsibility of 
 a teacher actively applying any particular underlying values in his or her classroom 
 at a specific time is not obvious, although pupils have the right to receive basic 


education, that is in accordance with the NCC, daily (2014: 11). In section 3.1, Mission 
 of basic education (NCC 2014: 18), for example, the goals of basic education are 
 listed. These goals mirror the principles listed in the Underlying values to the extent 
 that the same words are used in both of them, such as in the mentions of promoting 
 gender equality and supporting pupils in building their own identity. Similarly, in 
 the section about principles guiding operating culture (NCC 2014: 28), it is stated that 
 the democratic culture creates a foundation for the growth into active citizens, which 
 is a direct reference to the support for active agency in society mentioned in the 
 Underlying values (NCC 2014: 16). The last example of the underlying values 


reflected in the rest of the document listed here is the section of English in grades 7-9, 
 another focal point to this study. This section includes, among others, the objectives 
 of developing linguistic reasoning skills and awareness of cultural diversity, as well 
 as instruction to dealing with emotions and unspecified difficult issues if needed. 


(NCC 2014: 348) These objectives mirror the parts of the underlying values about a 
 civilised person being able to address conflicts with compassion and making 
 decisions based on ethical reflection, as well as looking at issues from different 
 perspectives in terms of cultural variety. (NCC 2014: 15-16)  



2.2 Ethics, morality, and values


Koskinen (1995) lays out a practical set of definitions of some of the concepts that are 
 central to this study: ethics, morality, and values. In his view, individuals and 


societies have morality, which is the acted hierarchy of values in one’s life and the 
norms one lives by. Morality can be conscious or unconscious, and while small 
children have no morality initially, morals are learnt as children grow and they are 



(11)socialised into society. Ethics is a conscious study of morality, of what is right and 
 wrong. Individuals may have ethics, as can professions and groups, such as the 
 teachers. Metaethics is the study of ethics in detail, including its internal logic and its 
 semantics. (Koskinen, 1995: 27-32, 120) There are different also ways of categorising 
 ethics, such as descriptive-analytic and normative, according to Saarinen (1994). The 
 former aims at describing and analysing while the latter aims to take a stand on what 
 is right and wrong. Both perspectives have merit in the domain of teaching, where 
 the former is needed to further understand ethical phenomena and the latter in 
 choosing a direction for values education. 


Launonen notes (2000: 33) that values can be viewed as, among other things, 


conceptions or beliefs that deal with desired outcomes and what is good or bad, and, 
 notably, values can be prioritised. In this, Launonen mirrors Koskinen’s definitions 
 (1995: 62-63). Some values are inevitably more meaningful than others in some ways, 
 either by being more commonly applied, having more immediate effects in practice, 
 or simply being superior to others in terms of importance. The NCC does not appear 
 to prioritise its underlying values in an obvious manner in the chapter of Underlying 
 values (NCC 2014: 15-16). There is only one indication of a value hierarchy which is 
 the notion that the need of pupils to be heard and their wellbeing cared about, and 
 experiences of participation and shared work for the wellbeing for the community 
 are “equally important”. The order of the underlying values presented might be read 
 as an indication of priorities. A stronger indication, however, are the choices of the 
 values that are included in the chapter and left out of it. This lack of obvious 


prioritisation is noteworthy when taken into account that resolving conflicts ethically 
 is a stated goal in the Underlying values (NCC 2014: 15-16) and Koskinen points out 
 that the common, most foundational values are typically shared, while the 


intergroup differences arise in the prioritisation and application of values (Koskinen, 
 1995: 63). Considering values in daily life leads to the formation of norms, which are 
 verbalised practices that support the manifestation of values. He presents the phrase 


“Eat everything you take on the plate” as an example of a norm. (Koskinen, 1995: 37) 
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2.3 Teacher as a values educator


The National Core Curriculum makes mention of many values that are connected to 
 Finnish basic education. The Underlying values are an end result and a part of an 
 ongoing process of trying to formulate the framework of good education, a process 
 which has been going on in different forms for quite some time, historically 


speaking. A central idea to that process is the old paradox of Menon, presented by 
 Värri (2004), for example, who explains how people cannot definitively describe 
 what is a good life, because no-one truly knows that in an absolute sense, but they 
 still have to do their best in trying to educate the next generation to live a good life. 


(Värri, 2004: 27) In that process the idea of what is good and virtuous and ethical 
 behaviour is refined and developed, as successive generations each put in their 
 effort.  Värri (2004) discusses good education from the dual starting points of the aim 
 of a good life, related to the paradox of Menon, and the educated becoming oneself. 


Becoming oneself is a difficult concept even for Värri (2004) to define, but it involves 
 an individual taking responsibility of oneself and one’s life in a way that their 


individuality is manifested within its possibilities over time. (Värri, 2004: 24-26) 
 Similarly, the NCC highlights the themes of individual growth and uniqueness in a 
 number of ways and includes directions of growth, that are simultaneously 


statements about the idea of a good life, such as supporting pupils in them building 
 their value system, educating them with the goals of aiming for truth and beauty, 
 and civilising them in a manner where an individual aims to do what is right for 
 them, people around them and the environment at the same time (2014: 16). Värri 
 focuses on a particular kind of education that yields good results, called dialogic 
 education. To summarise, it is education in which the educator bears their 


responsibility of moral choices but takes sufficiently into account the individuality 
 and the will of the educated. (Värri, 2004: 29-30) This perspective can be seen 


reflected in the Underlying values (NCC 2014: 15-16), particularly in the parts where 
 the pupils’ individuality, responsibility, and independence are discussed or 


mentioned. 



(13)Launonen (2000) has looked into the process of developing the ethical framework of 
 education in Finland in his dissertation. He found that there was a shift in the 


conception of ethics in the 1940s, when the conception was separated from its 
 religious foundations. From the 1950s onwards, some virtues disappeared from 
 pedagogical texts while others, including the ideals of honesty, diligence, fairness 
 and courtesy persisted in them as social interaction skills gained more focus in 
 schools. Launonen noted that the change in the conception of ethics in schools is 
 linked to wider scale societal development, but that teachers setting an example has 
 been an important method in ethical teaching throughout the studied period. 


(Launonen, 2000: 6) His work provides a necessary historical background for the 
 appreciation of the current iteration of the Underlying values of the NCC. 


In more recent history, the range of public discussion about education has included 
 the stresses put on teachers as additional tasks have been laid on them, and within 
 that discussion the ethical foundations of education are mentioned and, again, taken 
 as a basis for further development of the field. For example, Aaltola described the 
 state of affairs in the early 2000s as a “jungle of challenges”, listing the demands on 
 teachers that contribute to work overload (2005: 20-22), even if that collection is not a 
 description of the current conditions on the field. Opettaja, a magazine for Finnish 
 teachers, features stories about the difficulty of coping on a regular basis with 
 teachers saying, for example, that their “workload has doubled” and the “ordinary 
 work leaves no energy unspent” (Korkeakivi, 2018: 16-17). Another current topic 
 discussed in the magazine is a fair system of pay for teachers as the number of their 
 tasks keeps increasing while the level of pay does not (ibid.), but negotiations are 
 tough and slow (Manner, 2018: 12-13, 15). Despite all these challenges, teachers have 
 their responsibility for the moral education of the pupil. Niemi is one of the people 
 calling more focus on this fundamental responsibility, arguing that even the 


economic life, that is a meaningful source of some of the pressures on the teaching 
profession, will suffer if the moral integrity of citizens is forgotten (Niemi, 2005: 140-
141).



(14)Tirri affirms some of Niemi’s view above, discussing several issues relevant to this 
 study. She points out that all of the researchers of education are unanimously of the 
 opinion that an ethical dimension is strongly connected to education. She also says 
 that this dimension is manifest in the general operation of schools, rules, and the 
 principles of the teacher in a manner that is not viewed as teaching ethics, noting that 
 for these reasons every teacher is inevitably an educator of values. (Tirri, 2008: 190) 


Like Tirri, Atjonen (2004: 137) also describes ethical action in schools as mundane 
 and practical, among other characterisations. Atjonen surveyed the views of teacher 
 trainees about their ideas of ethics in teaching, ethical challenges in teaching, 


methods related to fairness and definitions of pedagogic ethics. Atjonen (2004: 14) 
 defines pedagogic ethics and ethics related to teaching, learning, growth and 


upbringing. In her study, the teacher trainees described their ideas about pedagogic 
 ethics with a focus on practical wisdom, honesty, and truthfulness (2004: 135). One of 
 her key findings, in relation to this study, is that in the descriptions of the surveyed 
 the ideal and the most common solution to a problem presented in the questionnaire 
 are not necessarily the same. The ethical dimension of education, discussed by Tirri 
 (2008) is a wider concept than pedagogical ethics, studied by Atjonen (2004), as 
 pedagogical ethics is a perspective of the ethical dimension of education, even if that 
 perspective could be interpreted as encompassing most of that dimension. The key 
 distinction seems to be about how directly must an issue be about education before it 
 is no longer in the sphere of pedagogical ethics. The National Core Curriculum does 
 not differentiate between these two concepts, even though the ethical dimension of 
 education is evident in the Underlying values (NCC 2014: 15-16). 


The studies discussed above deal with the overarching ethical dimension present in a 
 teacher’s job. Martikainen (2005) has investigated the ethically challenging situations 
 that teachers face, as opposed to the ordinary ethical influence that they have on their 
 pupils. In his dissertation, Martikainen (2005: 220) notes that even the common 


ethically challenging situations in teaching are somewhat rare, and that the 


frequency of them differs between teachers of varying levels of commitment to their 



(15)students because of a number of reasons. These reasons mainly include the 
 relationship quality between teachers and their pupils, the perception of the 


developmental phase of pupils, and pupils behaving towards teachers with differing 
 levels of seriousness. Class teachers had the least incidents, followed by subject 
 teachers and then substitute teachers. The only exception to this rule was in the 
 handling of private information of the students by more experienced teachers, as 
 those types of incidents were encountered more often by teachers in permanent jobs, 
 who were more often trusted with private information of students. (Martikainen 
 2005: 222, 224-225) In other words, the ethical dimension of education, discussed 
 above, manifests in ethical challenges only rarely, according to analysis and data of 
 Martikainen, whereas the norm is unproblematic school work with the constant 
 requirement on the teacher of being a moral example.


Männistö, Rautiainen, and Vanhanen-Nuutinen (2017) have found the state of 


democracy and human rights education in Finnish teacher training institutions to be 
 lacking, and compiled a report on the development of teaching methods of 


democracy and human rights education around Finland. Democracy and human 
 rights are interwoven in the Underlying values of the NCC, as well as mentioned 
 explicitly, and this report provides a view on the application of this segment of the 
 underlying values in the national system of education. The Underlying values state 
 that “basic education advances… democracy” while describing several skills and 
 values that are connected to a democratic society, such as equality between different 
 groups, critical handling of information and interacting with other members of 
 society in a civilised manner (NCC 2014: 15-16). While an aspect in teacher training 
 does not necessarily immediately transfer to upper elementary English classrooms, 
 their report still provides understanding of the preparedness of the teaching of these 
 topics. 


Taking a historical perspective of democracy education, Dewey, for example, 
connected the two concepts by noting that democracy is dependent on conditions 
that can be realised through education. The idea that children are the future is a fact 



(16)of life recognised, generally speaking, throughout. (Dewey, 1916: preface) He recalls 
 the Platonic idea of education, which is based on the education of the principles by 
 which a society functions and, importantly, an appropriate balance of matters in such 
 a way that no factor receives excessive focus. Furthermore, he states that the deepest 
 of meaning of education is in the discovery and development of the capacities of the 
 individual in a direction that allows them to connect with the activities of others. 


(1916: 89) This idea is also reflected in the phrase “right to grow to their full 
 potential” of the underlying values (NCC 2014: 15), as well as in the content of 
 Peterson’s book (2018) with its emphasis on individual responsibility, highlighting 
 the timeless nature of these issues.


Männistö and Fornaciari (Männistö & Fornaciari, 2017) summarise the state of 
 democracy education as a process in progress, saying that people ages 15-29 get a 
 variety of experiences of participation in Finland, and that they consider the civic 
 society as distant, citing Myllyniemi (2014; 2015) and that students in higher 
 education do not feel they have an influence in local politics, citing Zitting (2011). 


Their conclusion is that education should be harnessed to advance justice and well-
 being despite the challenges taxing teachers (Männistö & Fornaciari, 2017: 51-52). 


Their article is informative for this paper, as teachers can be hard pressed to be well 
 equipped to teach skills essential to the citizens in an advanced society if they are not 
 provided sufficient training for this task. Indeed, 61% of upper elementary teachers 
 agree that they are not trained well enough in democracy education according to a 
 report from the Ministry of Education (Opetushallitus, 2011: 51).


Considering the issue of human rights education, Malama notes that democracy 
 education is tightly linked with in many ways with human rights education (2017: 


16). She praises the NCC of 2014 as a significant positive step for human rights 
education, partly because the operational culture of schools can manifest human 
rights implicitly. In her view, the new curriculum can help fix the inadequacies of 
human rights education in Finland, but only if the teaching is applied in accordance 
with the curriculum. Malama (f.k.a. Matilainen) sees proper implementation of the 



(17)basic and continuing education of teachers as a requirement for that aim, (Malama 
 2017: 17) and the risk of omitting important content or unprofessional presentation of 
 it in not doing so (Malama 2017: 22).  She also asks if pupils are in equal conditions 
 regionally, if teachers vary in their prepareness to teach human rights. In her 
 dissertation, she states that although human rights are well respected in a Finnish 
 high school, in which she conducted her research, they were taught only to a small 
 degree specifically, and that human rights education was not a conscious part of the 
 teachers’ job. (Matilainen, 2011: i)


Harjunen interviewed upper elementary teachers about their views on pedagogical 
 authority. Harjunen did not define concept of pedagogical authority, as her 


interviewees had different takes on it. Nonetheless, it deals with the imbalance of 
 power and responsibility of teachers and pupils, the tasks that teachers are meant to 
 carry out, and the interviewees ideas on how to handle these issues in practice. To 
 summarise, she found out that all of the teachers have a focus on interaction between 
 teachers and pupils in consideration of their pedagogical authority (2002: 98), and 
 that it is built in practice by applying interaction that is in line with the underlying 
 values studied in this paper. According to her interviewees, trust was considered 
 central to authority (2002: 65) and justice or fairness was the basis of that trust (2002: 


87). One of the ways fairness manifested was in equal treatment of pupils (2002: 415). 


Other important aspects mentioned were caring about the individual pupils, 
 listening to them, and taking them into consideration (2002: 416-417). These topics 
 are also discussed in the Underlying values, and the teachers interviewed by 


Harjunen said that they applied these values in practice with the result of achieving 
 pedagogical authority, in their view.


Puolimatka (2004) discusses the connections between education, values, and 
emotion. His claim (2004: 14) is that value-based emotions and spiritual emotions 
define one’s persona to a great extent. More importantly, he elaborates that emotions 
can reveal the hierarchy and meaningfulness of one’s values, related to the event in 
question, to the individual who experiences them (2004: 35-36). From this it follows 



(18)that it is important to focus on these emotions, and to provide opportunities for their 
 development and refinement. As school is in a particularly good position to make 
 strides in this regard, some attention might need to be paid to the application of this 
 reasoning. The NCC instructs discussing values for the purpose of promoting their 
 critical thinking on the students’ part (NCC 2014: 15-16).


Furthermore, Puolimatka argues it is poorly recognised that a large part of our 
 emotions are value-related experiences (2004: 15). Considering that one of the central 
 purposes of basic education is also moral education, this fault might have serious 
 consequences. The underlying values have indications of the connections between 
 emotions and values, such as in the elaboration of general knowledge and ability that 
 includes the ability of addressing conflicts between reality and aspirations “ethically 
 and sympathetically, and the courage to stand up for what is good” (NCC 2014: 15-
 16). It is obvious that emotions are strong motivators for action. Therefore, in order to 
 train pupils into constructive agency, for instance, they need motivation to act when 
 encountering a challenging situation. This motivation could be provided by 


highlighting the link between emotion and values. If, for instance, pupils understood 
 their individual responsibility in following common rules, they might feel the need 
 to speak up when they see a problem. This outcome would be what the curriculum 
 aims to achieve with basic education as quoted above.  


Another connection between emotions and values, discussed by Puolimatka, is in the 
effect of emotions on the observations of an individual (2004: 126). There are a few 
mentions of emotions in the Underlying Values (NCC 2014: 15-16), but not in the 
context of learning values and their importance. Puolimatka (2004: 126), citing 
Scheler, (1987: 133-134) notes that values cannot be learnt through rational means 
alone, but that experiences and emotions play a meaningful role in the process, while 
arguments provide broader reasoning for the values in question. The consequence of 
this observation is that a teacher must find a way to link emotions and experiences in 
the values they are teaching their students in addition to discussing the reasoning 
behind them, in order to get better results in values education. For example, 



(19)comparing this idea to the research by Harjunen (2002),pupils could be guided to 
 considering a good working atmosphere in the class, that has been created with 
 behavior aligned with the underlying values. That behavior, in turn, includes taking 
 pupils’ views into consideration and results in certain emotional states, as proven by 
 the present atmosphere, as well as the pedagogical authority discussed above. As a 
 consequence of this guidance, pupils could be assisted in noticing the link between 
 their emotions and experiences and values manifested in practice. 


The guidelines for foreign language teaching in the curriculum advocate using the 
 method of connecting emotions and values, although indirectly, in a number of 
 ways. First, the NCC states the mission of language teaching includes the learning of 
 interactive skills in authentic settings. Interactive skills are central to language 


learning, and they are skills used in practical and common situations in all areas and 
 periods of life. Therefore, practicing these skills in authentic environments, as 


instructed, is ideal for both providing meaningful experiences, that are related to 
 both emotions and values, in classrooms and facilitating the observation and 
 understanding of ethical aspects in these everyday situations. Second, the required 
 use of information technology as means of authentic communication may also 


provide opportunities for learning experiences in practical situations, as information 
 technology is widely used by Finnish upper elementary pupils. Electronic 


communication in general and social media in particular are known to be platforms 
 where teenagers are likely to face complicated social and ethical challenges with 
 regards to, for example, posting pictures of several people publicly, mentioning other 
 people in comments publicly, and receiving problematic messages privately. Third, 
 pupils’ personal interests are intended to be considered, when appropriate, in 
 choosing the texts used in language teaching. Through this consideration the pupils 
 are met as individuals and their specific needs and desires are met at least to the 
 extent that is possible in daily school work. (NCC 2014: 348)


The National Core Curriculum and its underlying values exist in a wider societal 
context that is inevitably political to at least some extent. In his dissertation, Rokka 



(20)(2011) studied the politisation of the curricula of 1985, 1994, and 2004 in Finland. 


Although basic education is supposed to be free of political influence, while 


promoting active social agency in its pupils nonetheless, politics do manifest in the 
 curricula in some ways. Although his work did not include the latest iteration of the 
 curriculum, Rokka’s work includes a number of important notions in regard to this 
 study nonetheless, as the curricula are similar texts and directly related to each other 
 as parts of a single evolutionary continuum.  


First, as stated by Rokka (2011: 46), defining the concepts of politics and political is 
 political in itself, as those definitions reflect the aims and views of the definer. In the 
 context of this study, political means pertaining to or emergent from the institutions 
 and aims of the system of representational democracy in Finland. Therefore, an 
 institutionally fundamental document, such as the NCC, is linked to the current 
 political aims of the time of its writing. Rokka mentions one of the examples of this 
 phenomenon, citing Virtanen, in the case of policy that focuses on controlling 


unemployment (Virtanen 2002: 24, as cited by Rokka, 2011: 49). Second, Rokka (2011: 


60) describes the curriculum as intertwined with surrounding social reality in the 
conflicting interests of economic, political, and cultural forces. The final version is a 
compromise of these forces, and, as such, a temporary form. Third, Rokka (2011: 57-
58) points out that any political dimensions of the curriculum ought to be stated, 
otherwise school ends up applying a hidden curriculum in that regard. Hidden 
curriculum is the collection of the meanings, norms, and operational culture in school 
that is more or less acknowledged by the participants, as summed up by Vuorikoski 
et.al (Vuorikoski, Törmä and Viskari 2003: 109). An important part of the hidden 
curriculum is that it cannot be publicly discussed, for instance if staff is pressured 
into developing in a direction they do not feel committed to. In such a case, the 
attitudes towards the curriculum might become negative (Vuorikoski, Törmä and 
Viskari, 2003: 110). Rokka (2011: 107) says that pupils are taught to make decisions 
based on values, and if these values are not public, the pupils are influenced by a 
hidden curriculum. Fourth, Rokka (2011: 48) lists some of the skills that a pupil 
should have, such as argumentation, and calls these political skills. This means that 



(21)in addition to the aims of the NCC having political aspects to them, some of the skills 
 mentioned in the Underlying values are political as well. Agency, for example, is 
 listed both by Rokka and in the NCC (2011: 48 and 2014: 15, 16, 28 respectively).  


In summary, this chapter has explored concepts relevant to this paper, including 
 discussions about the uniqueness of the individual pupils and how that has been 
 taken into account in classrooms, democracy and human rights education in Finnish 
 schools, and the connections of emotions and values in education. Multicultural 
 issues and environmental themes have not been specifically taken into account yet, 
 but the teachers interviewed will contribute on those issues in chapter four by 
 describing how those themes are relevant and considered in English teaching, 


according to their experience. The four main categories of the Underlying values will 
 then have been explored appropriately in this study. 


The discussion so far has also dealt with some of the ethical challenges of the 


teaching job, perspectives of the political aspects connected to it, and a little bit of the 
 historical viewpoints on the ethics and values in education. None of the studies 
 discussed in this chapter, however, have had a focus on English teaching in upper 
 elementary schools. Next, the method of this study is presented in chapter 3 and the 
 findings of the interviews in chapter 4, followed by discussion of this study in 
 chapter 5. 



3. Data and Methods


In this chapter the methods and data of the study are discussed. Section 3.1 details 
 the motivations of the study and how research questions were formulated. The next 
 section maps the process of finding participants and conducting interviews, followed 
 by an explanation of the content analysis applied to the data. Lastly, the participants 
 are described in terms of their teaching experience. 



  



(22)
3.1 Purposes of the study and the research questions


The aim of this study is to achieve a deeper understanding of the application and 
 manifestation of the underlying values from the perspective of the English teachers. 


As discussed in the background-section of this study, values are a meaningful level 
 of societal action, and the ones listed in the NCC are progressive and promising, but 
 their practical application is the level on which it is seen whether they deliver on 
 their high ideals. This study investigates how teachers say they view these values 
 and what they say about applying them in their work. The research questions are as 
 follows: 


  


1)  How do the teachers say they view the Underlying values of the National 
 Core Curriculum? 


2)  How do the teachers say they apply the underlying values in their work as 
 English teachers in upper elementary schools?



3.2 Semi-Structured Interview


To recruit teachers as research participants, teachers of English language in local 
 upper elementary schools were contacted via email. The purpose of contacting 
 teachers in waves was to find teachers of both genders and from different schools, as 
 schools might have common practices, which limit the variety of the data, and thus, 
 the analysis of this study. Three teachers responded to the message affirmatively, 
 and they were interviewed. The fourth interviewee was found through personal 
 connections.


The method of gathering data was a semi-structured interview. The key aspects of 
this method are, first, a predetermined set of questions and, second, following it 
loosely over the course of the discussion. The questions provide starting points to 
discussions around specific themes, and during the interview, each participant is 
asked questions created ad hoc for the purpose of finding meaningful answers to the 
research questions by encouraging the interviewee to elaborate on their ideas. 



(23)(Tuomi and Sarajärvi, 2009: 75) To see the questions used in the interviews, see 
 appendix 1 in the end of this paper.


Firstly, in this study, the teacher was asked background questions about their career. 


Secondly, the teacher was asked about values as a basis of individuals’ actions, and 
 whether or not they saw themselves as an educator of values. Values were also 
 discussed in terms of their job in its entirety. Thirdly and lastly, the interview would 
 focus on the details of the Underlying values (NCC 2014: 15-16) discussed in the 
 NCC, some of which were listed in previous chapters, from the perspectives of what 
 the interviewee thought about it and how it was a part of their work. The focus of 
 discussion was the classroom setting but other aspects of teaching were also 


discussed. Some general questions about the chapter Underlying values were talked 
 asked in the end. A key part of the interview was asking additional and clarifying 
 questions with the aim of discovering details about applying the values in practice 
 and about the teachers’ opinions on the values in relation to broader context. 


  


Interview was chosen as the method of data collection for this study over directly 
 observing lessons, classrooms, and students on recess, among other events, for the 
 following reasons: First, the scope of this study is not meant to reach to a nationally, 
 or even locally, significant extent but to provide instances of data to indicate the 
 nature of the phenomenon in Finland and inspire further research. While observation 
 in the classroom coupled with interviews could provide deeper and perhaps more 
 dependable data, it would also likely take weeks or months to gather what an 
 interview could mostly present in an hour. The added dependability was not 


considered significant because teachers are highly educated, trusted officials and also 
more familiar with their students than any researcher could be, which is the second 
reason why interviews were used as the only method of gathering data; It is not 
obvious, though not unlikely either, that a university student would make 
observations more meaningful or relevant than the teacher in question. 



(24)Interview was also chosen over sending questionnaires and narrative prompts for 
 teachers to answer and write about, respectively, for the purpose of asking for 


minimal sufficient effort on their part. This was considered reasonable as teachers are 
 a busy professional group and giving them extra work might have made finding 
 participants more difficult. This proved to be a decent assessment, as only 5 teachers 
 out of 22 responded, and only 3 of the 5 in the affirmative, with both negative 


answers quoted lack of time or energy as the reason for declining the invitation. 



3.3 Content analysis 


After the interviews were conducted, they were transcribed. Styles of transcription 
 serve several different kinds of purposes, and in this study the transcription included 
 only the uttered words and longer breaks in speech, as further detail was not needed 
 in order to answer the research questions with appropriate accuracy on basis of the 
 data.


The data were analysed with a modified content analysis method. The unmodified 
 method includes three phases, as outlined by Tuomi and Sarajärvi (2009: 108-113). 


Note that out of the three different kinds of content analysis types listed by Tuomi 
 and Sarajärvi (2009: 108) this study has a data-oriented starting point. The first phase 
 of the content analysis method is reducing the data into smaller sections that are 
 relevant to the research questions, excluding the unnecessary parts of the text. In the 
 second phase these reduced parts of the data are clustered in groups according to 
 their thematic content. In the third phase the clusters previously formed are grouped 
 in conceptual categories that effectively are condensed answers to the research 


questions while the reduced data in their clusters are the practical constituents of the 
answers to the research question. In this study, the second and third phases have 
been merged together, as the data were not voluminous enough in terms of thematic 
complexity in order to necessitate another layer of categories. This aspect is the 
modification of the method of Tuomi and Sarajärvi, mentioned above. 



(25)The data were categorised based on general concepts used in the NCC as much as 
 possible, as well as concepts that are close to the practical teaching work. For a list of 
 the categories, see the Contents page of this study. The categories are, therefore, 
 relevant to and emergent from the topic and more easily understandable by the 
 reader. Furthermore, using categories from the NCC as much as possible keeps the 
 analysis presented in this study as close to the practical reality of the work of the 
 teachers interviewed as possible, as their work is based on NCC and the present 
 analysis on their exposition of their work. Another reason why categories are chosen 
 in this way is to attempt to limit the subjective input of the author in the analysis. 


This is inspired by Krippendorff noting that the texts studied are both interpreted by 
 the content analysts the way they consider relevant, while not necessarily agreed on 
 by others, and interpreted by the wider audience in a way of their choosing 


(Krippendorff, 2004: 23 and 31, respectively). While content analysis includes its 
 author’s contributions, the aim of a scientific study in general and the present one in 
 particular is to be as objective as possible in describing phenomena.


Each sample chosen from the raw data is considered in the analysis in terms of its 
 relevance to the research question in its context in the data, and, once explained, 
 provide the results of the study. Although the choice of unitising the raw data is 
 fundamentally arbitrary (Krippendorff, 2004: 86), the data in this study are 
 considered in the perspective of the entire interview, the NCC, and the relevant 
 aspects of background literature. The appropriate level of analysis is, then, around 
 the sentence and paragraph level with the wider context simultaneously taken into 
 account, that context being an interview of a teacher about their experience of the 
 topic, in addition to the contextual aspects mentioned above.



3.4 Participants


Taavi is a teacher of English and Swedish, with nearly 30 years of experience, 
including short periods of being a substitute teacher of different subjects. Kirsi is a 
teacher of English also with roughly 30 years of experience with some rare periods as 



(26)a class teacher and some sporadic stints as a teacher of Finnish and history, including 
 in a vocational school. Emma is a teacher of English and Swedish with about 10 years 
 of work experience. Teresa is a retiring teacher and a native English speaker. She has 
 taught English for about 37 years in lower and upper elementary schools, high 
 schools, and open university, and has worked in schools in both Finland and United 
 States. Her interview was conducted in English, unlike the other interviews which 
 were conducted in Finnish. The names of the participants have been changed.  



4. Findings 


In this chapter, the findings of the content analysis of the interviews are presented. 


Part 4.1 deals with the opinion of the four teachers interviewed about the Underlying 
 values as they have talked about them, and part 4.2 focuses on the teachers’ 


application of the underlying values in their teaching. There is inevitably some 
 overlap between the themes, but the majority of the content follows this 


categorisation. 



4.1 How do the teachers say they view the Underlying values of the  National Core Curriculum?


Taavi, Kirsi, Emma and Teresa expressed various ideas about how they view the 
 Underlying values as a teacher. These views are grouped thematically into three 
 subsections. The first deals with the agreement of the teachers with the Underlying 
 values. The second deals with the underlying values being taught as the primary 
 aims of education. The third deals with the reasons and conditions why the 
 underlying values are not actively thought about in everyday work.  



4.1.1 Clear agreement with the Underlying values


(1) Taavi: “näähän on järjettömän hyviä, eihän näitä voi kukaan kieltää” 


“these are insanely good, no-one can reject these”



(27)Teachers, without exceptions, agreed that the values were good and respectable. The 
 phrases used when describing the values in general terms were “insanely good, 
 irrefutable”, as presented in extract (1), “easy to work with”, “I subscribe to all of 
 them”, and “very important” to the point of them being primary aims in a teacher’s 
 job. Agreement with the values became evident also when asked if there was 


something that was missing among them and no one could mention any value, with 
 the notable exception of Taavi mentioning the coping of teachers in their jobs. Emma 
 and Kirsi wished for more emphasis on pupils treating each other well and 


empathetically, respecting each other, their opinions, their rights and their privacy. 


All of these issues were included in the Underlying values in different words, but not 
 to the extent that Emma and Kirsi would have liked. Some of the difficulty and 


challenge in their jobs was a result from their pupils lacking in those areas, thus it is 
 easy to see why they would wish for more emphasis on them. 


Regarding coping of teachers in their jobs, it needs to be asked if it is appropriate to 
 be included in the Underlying values. They are the set of values on the foundation of 
 which the rest of the curriculum is built on. Education in itself, on all levels, is very 
 student-oriented, and it is understandable that focus is on the student, but teachers 
 are the agents who put that curriculum into action. In fact, teachers have more 
 responsibility and work in their schools more than their students. Nonetheless, the 
 coping and conditions of teachers are not mentioned at all in the curriculum, 


although teachers and school staff are mentioned several times in terms of their tasks 
 and responsibilities etc. These reasons could be looked into in more detail in another 
 study that considers adding the concerns of school staff into the Underlying values. 


None of the teachers described any of the underlying values as unnecessary or 
harmful when asked if there were such parts in the chapter. On one hand, Taavi said 
that some of them are better and others are worse, but he would not single out any of 
them due to him not being able to apply them well enough, and Emma noted that 
some of the parts are secondary to the primary goal of teaching pupils to behave 



(28)well, essentially teaching them to be decent members of society by applying some of 
 the other parts of the underlying values. On the other hand, Kirsi said that all of 
 them were meaningful, and Teresa would not name any of them meaningless either 
 but instead focused on their importance throughout the interview. All in all, the 
 underlying values are not considered equal between each other on the basis of the 
 data of this study, but none of them are considered unnecessary or harmful either. 


As discussed earlier, the underlying values are not explicitly prioritised in the 
 curriculum, even though values themselves can be organised hierarchically 


according to Koskinen (1995: 62-63). This may be intended, as conditions in different 
 regions and schools are bound to be varied, and an open interpretation in national 
 official documents allow appropriate emphasis in application locally. This issue is 
 explored in more detail in the chapters of the curriculum dealing with local 


application of the curriculum (NCC 2014: 9-13). It seems that despite the lack of 
 explicit hierarchies of values, teachers apply the values hierarchically in practice 
 according to the data in this study. In addition to that, there seems to be some 
 conformity between the teachers in the prioritisation of these values, namely in the 
 emphasis on social harmony, consideration of others, and creating a good 


atmosphere in class by connecting with each pupil on an individual level. These 
 results are discussed in more detail in the next chapter. Though each one of the 
 teachers thought highly of the underlying values, broadly speaking, with some 
 differences of emphasis, they were also seen as partly distant from the everyday 
 work of an upper elementary English teacher. These perspectives are explored more 
 carefully in chapter 4.1.3. 


(2) Taavi: “joo se on niinku vähän tämmönen poliittinen [...] politiikassa puhutaan 
 demokratiasta ja tasa-arvosta ja sitten SDP puhuu tällä hetkellä että sivistyksestä ei pidetä 
 huolta ja Kokoomus väittää että siitä pidetään huolta ku ihmisyys jätetään pois, ku eihän 
 politiikka koskaan ihmisyyttä ota huomioon niin näähän on ihan poliittisia” 


“right it’s like this a bit political [...] they talk about democracy and equality in politics and 
then the SDP talks about how general knowledge and ability is not being taken care of and the 



(29)Coalition claims it is taken care of when humanity is left out, but humanity is never 
 considered in politics so these are all political”


Lastly, as shown in extract (2), Taavi instinctively reacted to the title of the second 
 section, “Humanity, general knowledge and ability, equality and democracy” saying 
 that these are political terms. It is clearly stated in the curriculum (NCC 2014: 16) that 
 teaching must be uncommitted regarding party politics, but politics as a more 


general concept is another matter. Taavi thinks that politics clearly has an effect on 
 education, touching on some the political perspectives to education discussed by 
 Rokka (2011) in his dissertation. Taavi talked about how education exists in a 


political context and hinted at a hidden curriculum with the differing interpretations 
 of “taking care of general knowledge and ability”, but the conversation didn’t 


involve the political nature of certain skills of an individual, such as argumentation 
 (Rokka, 2011: 48), to sum up the range of issues discussed earlier in this paper 
 around this matter. In the quote above Taavi expressed resentment about education 
 being a pawn in a political game or in a crossfire of political forces, and that the 
 inclusion of some of the contents of the underlying values might be politically 
 motivated. Therefore, while he strongly agrees with the underlying values, he has a 
 sense of them possibly being empty words in part. This perspective is further backed 
 up by his lamentations about coping of teachers having never been spoken about in 
 any curricula, and his resentment was obvious, as seen in extract (3): 


(3) Taavi: “oppilaista puhutaan aina mutta opettajan jaksamisesta ei puhuta koskaan niinku 
 missään opseissa että onko joku kohtuullista” 


“pupils are always talked about, but the teachers’ coping is, like, never talked about, whether 
 or not something is reasonable”


Taavi’s last comment (3) also underlined the demanding quality of the teaching 
profession, on which more tasks are added over time (Aaltola, 2018; Korkeakivi, 
2018). Politics did not come up once in the interviews with other participants, which 



(30)may or may not be indicative of similar perspectives among teachers nationally, as 
 the sample size of this study is insufficient for making broader claims about this.



4.1.2 Parts of the Underlying values are taught as the primary aims of  teaching.


(4) Teresa: “your civil skills are more important than your subject, a person who can be nice 
 under any circumstances, who can be polite, who can consider themselves and others will 
 always be welcome in any field of work, a person who can’t control themselves because they 
 have not learned to be civil will have a very difficult time throughout their lives, so the actual 
 ability to cope with these things is more important than the subject”


In extract (4), Teresa notes that people who behave well and are capable of 
 cooperation with others will always do well in life, while specific skills and 


knowledge can be learned. Therefore, some of the contents of the underlying values 
 are the primary things that teachers need to teach to their pupils. “General 


knowledge or ability” is translated from the Finnish word “sivistys”, which Teresa 
 would call “civility”. The “civil skills” referred to above are discussed particularly in 
 the second section of the underlying values. They include decision making based on 
 relevant information, ethical reflection, and consideration of others’ views, 


addressing conflicts compassionately, and trying to do what is right while taking 
 other people into consideration. These skills, that are also social in nature, were 
 noted by Launonen to have gained focus since the 1950s in part for the same reasons, 
 which Teresa explained, of being important for individual development and societal 
 life (Launonen, 2000: 209). Teresa’s opinion is reflected in the other interviews as 
 well. 


(5) Kirsi: “musta niinkö se kiteytyy aika hyvin ku sanotaan että meidän tehtävä [...] on saada 
 nää nuoret käyttäytymään ihmisiksi” 


“I think it’s pretty well crystallised when it’s said that our purpose [...] is to get these youth to 
behave like reasonable people”



(31)In extract (5), Kirsi says that it is a fair distillation of a teacher’s job to say that they  
 are there to teach pupils to behave in a civilised manner. In other words, the subject 
 content appears secondary to the values and social skills discussed here. The same 
 idea is also reflected in other points of her interview, validating this interpretation. 


For example, when talking about an important issue that the pupils are interested in 
 talking about, she does not enforce the use of English, especially if she knows the 
 pupils in question are not competent users of it. Likewise, while she says that 
 teaching the underlying values is very important, the upper elementary years are 
 tumultuous and that “as long as they get through them in one piece, it’s all good”, 
 meaning that some of the abstract content in the Underlying values has to give 
 ground for the more immediate needs and considerations of the pupils. This 
 perspective on subject content resembles the dialogic education, which Värri 


described as taking the pupils into account in a manner which gives them maximal 
 responsibility, considering their level of development (Värri, 2004). The point where 
 Kirsi allows students to discuss issues in Finnish represents her assessment of the 
 capacity of her pupils in relation to the best outcomes for them. 


Emma had a very similar message to that of Kirsi, as discussed above. According to 
 Emma, as shown in extract (6), themes such as the sustainable development, 


although important, are studied as part of the course content, but it is the main job of 
 the teachers to teach their pupils to behave well towards each other and people in 
 general.


(6) Emma: “tommonen niinku kestävä kehitys ja noi niin mä näen että ne on sit taas 


semmosiin vähän toissijaisia et ne tulee sitte siihen niinku teemojen kautta ja sellasen mut sitte 
 tärkeämpää on se pohja että et miten ollaa ihmisiä, vähän niinku se ajatus, ja sitä niinku tosi 
 paljon joudutaan tehä ja siihen ohjata” 


“something like sustainable development and the likes, I view those as, like, a bit secondary, 
that they are brought in, like, through the content themes and so on but the basis of how to act 
like reasonable people is more important, that’s the idea, and that we have to do a lot for and 
guiding into it”



(32)While Emma did not consider herself that much of an educator of values, primarily, 
 unlike all the other interviewees who did, Emma’s practices resemble very closely 
 the practices of the others in terms of having a focus on social harmony. This is 
 evident in a number of her explanations of how central it is to have pupils consider 
 others in their behaviour, and how often teachers interfere with disruptive 


behaviour, which is directly related to the civil skills and principles listed in the 
 second section of the Underlying values. In this way, she actually does have a focus 
 on being a values educator, contrary to what she said. This statement is not a 


refutation of her logic or her right to define herself in her own words, it is rather a 
 semantic difference between her words and the concepts used in this study. 


Taavi’s opinions echo the rest in that values education is very important in the job of 
 a teacher. In his words, he is “half English teacher half values educator”, and that it is 


“self-evident that teachers are values educators”. Taavi will, for example, pause his 
 teaching when situation calls for an ethical issue to be discussed, or pupils either 
 need to have the discussion or are eager to have it. Similarly, he commonly incites 
 discussion in English among the pupils about important topics that may have moral 
 aspects to them. This procedure, as in the case of Kirsi above, is also relatable to the 
 dialogic education (Värri, 2004) where the pupils and their will is taken into account 
 in an appropriate manner. Likewise, the opinion of teachers being values educators is 
 also agreed on by Tirri, who emphasises that researchers are unanimously of this 
 opinion (1999; 2008: 190).


Considering that all of the teachers agreed that social skills and consideration of 
 others are very important aspects of their jobs, it was surprising that none of them 
 emphasised their role as an English teacher as appropriate to teaching social skills. 


After all, language is social interaction. The role of language teaching was tied to 
 teaching the values in other parts of the interview. 


(7) Kirsi: “mä en usko kauheen syvälliseen arvoperustakeskusteluun enkä sitte niinkö 
tommoseen oman arvoperustan rakentamiseen murrosiässä, se on niin kuohuvaa aikaa että 
kunhan selviää ittensä kanssa hengissä niin se on ihan riittävä” 



(33)“I don’t believe in really fundamental discussion about foundational values or like this 
 building one’s own foundation of values is the adolescence, it’s such a tumultuous period that 
 as long as they make it out alive it’s good enough”


Kirsi points out in extract (7) that teenage years are challenging, and that it is more 
 important to survive them than to consider more or less abstract values, listed in the 
 curriculum, on a deeper level than the means of the individual pupil allow. In other 
 words, issues that are meaningful and relevant to pupils’ lives do at times take 
 precedence over other content of teaching, both language or ethics related. These 
 age-related challenges were only summarily mentioned, and not exactly defined 
 during the interviews. Typical examples of them, according to Lehtinen (2007), 
 include peer pressure, differentiating oneself from one’s family, growing pains, 
 increased responsibility of one’s life, and difficulty of handling emerging sexuality 
 (Lehtinen, 2007: 16-17, 18, 20, 23-25, and 27-29, respectively). Although some content 
 might be too difficult for some teenagers in Kirsi’s experience, the important issues 
 they focus on instead are also part of the underlying values, namely knowing oneself, 
 focusing on basic aspects of social interaction, and avoiding bigger problems. An 
 example of this is a conflict between students on grade 7, when a girl announced she 
 was no longer to be called a girl, since she is a lesbian, in her words, discussed in 
 extract (8).  


(8) Kirsi: “tyttö ilmoitti seiskalla koko luokalle että häntä ei tarvi tytöksi sanoa että hän on 
 lesbo [...] porukka hyväksyy sen vaikka se oli aluksi tosi vaikeeta siellä porukassa”


“girl announced on the 7th grade that don’t bother calling her a girl, she is a lesbian [...] the 
 group accepts that even though it was really tough at first in the group”


Some of the immediate responses to the conflict between her and certain other pupils 
of the class were simply seating these people as far away from each other as possible 
and forbidding conversation between them, as professional conduct was impossible 
for some individuals. By the time the group got to the 9th grade, they had developed 
a good atmosphere, friendships even, between pupils who were previously hostile 
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