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Abstract

This chapter presents the results of the study of pre-service teachers” curriculum ideolo-
gies and what kind of belief stances about inclusive education they reflect. The chap-
ter also provides insights into the steps the schools are taking toward inclusive school
culture in Finland. The data were collected from 115 pre-service teachers in connection
with two undergraduate study courses within the Primary School Teacher Education
(PSTE) program. Their written reflections were interpreted through the lenses of cur-
riculum ideology framework and inclusive education reform agenda. The findings reveal
two types of tensions between pre-service teachers’ curriculum ideologies: “knowledge
versus experience” and “adoption versus reconstruction.” These tensions reflect pre-
service teachers’ prerequisites for working in inclusive settings and ways to interpret the
inclusive agenda stated by the international and national declarations. The results are
discussed and suggestions are made for ways to enhance the implementation of inclusive
education and develop teacher education.

Keywords: inclusive education, pre-service teachers, teacher education,
curriculum ideologies

1. Introduction

In the current global educational movement, the term inclusion is not agreed upon. According
to Kiuppis's [1] review of the UNESCO policies, the various definitions of inclusion seem to
stem from the divide between the progress of “Inclusive Education” and “Education for All.”

“Inclusive Education” originates from the Salamanca Statement [2], which is considered the
starting point of a “new thinking” in special needs education. Since then, it has had a pivotal
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role in the definition of educational international policies (e.g., [3]) and in the reforms of
school curricula and guidelines of pedagogical practices of many countries, pushing the field
of education to strengthen systems and develop support for children with special needs [1].

“Education for All,” in turn, began in the social justice agenda and was introduced by the
“World Conference on Education for All” in Jomtien in 1990; the idea behind this concept was
a call for every child to have a right to a basic education. This agenda has strongly acceler-
ated since the agreement of the “United Nations Convention on the Rights of Persons with
Disabilities” [4]. Accordingly, inclusion has been accepted worldwide as a basic right and the
foundation for an equal society. Furthermore, in many countries, the education systems have
been reformed to reduce inequalities, develop teacher and system capabilities, encourage
supportive learning environments, and develop high-quality support for vulnerable learners
so that they can reach their potential (e.g., [5]). Although the idea of inclusion has been widely
accepted, the global declarations espousing the ideals of inclusion rarely, if ever, mandate
educational systems to establish inclusion.

In Finland, it has been corollary to agree with this “Education for All” philosophy because
education has traditionally been perceived as a mechanism for enhancing social justice and
equal educational opportunities for all students. However, the education system has main-
tained the “twin-track model” of labeling “exceptional” the individualized instruction,
accommodations, and support most appropriate for their students before they are entitled to
receive needs within special education settings.

The ongoing change started within the Special Education Strategy [6], which launched the
updating of the legislation [7] and the National Core Curriculum [8] to be in line with the
Salamanca Statement [2]. Since then, student diversity in mainstream settings has been rebuilt
on the instructional “three-tier support model.” The support consists of three steps: general,
intensified, and special support. In addition, multicultural approaches are topical in Finland,
entailing educational strategies that incorporate previously marginalized ethnic groups into
the curriculum. The most recent National Core Curriculum [9], which has been implemented
in schools since August 2016, relies on an inclusive principle in its underlining of student par-
ticipation and requiring the meaningfulness of learning, making it possible for every student
to experience success, as stated in the following:

The development of basic education is guided by the inclusion principle. The accessibil-
ity of education must be ensured. This means supporting the pupils’ learning, develop-
ment and well-being in cooperation with the homes. Basic education offers the pupils
possibilities for versatile development of their competence. It reinforces the pupils’ pos-
itive identity as human beings, learners and community members. Education promotes
participation, a sustainable way of living and growth as a member of a democratic
society. Basic education educates the pupils to know, respect and defend human rights.
The social task of basic education is to promote equity, equality and justice. ([9], p. 18).

As the excerpt indicates, Finland has adopted the UNESCO [10] policy guidelines that com-
bine both notions of inclusion by understanding inclusion as a “process aimed to offering
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quality education for all while respecting diversity and the" different needs and abilities, char-
acteristics and learning expectations of the students and communities, eliminating all forms
of discrimination” (p. 18).

However, the discrepancies between these two inclusion approaches have given rise to peda-
gogical confusion for teachers regarding how to interpret the NCC'’s [9] agenda and apply
inclusive pedagogies. Pedagogical concerns have also been caused by the fact that the “inclu-
sive principle” includes a twofold demand for teachers: inclusive pedagogy should address
the individual learning needs of students (cf. [11, 12]), and it should include all students who
face barriers to full participation in learning (cf. [13]).

As discussed earlier, the reforms of putting inclusion into the curriculum are interlaced and
presently highly debatable concepts in terms of enhancing the quality of teaching for all.
Teachers especially feel confused because they are viewed as having the most direct impact on
the day-to-day educational experiences of students in inclusive classrooms. They are respon-
sible for encountering and treating all students equally, regardless of their [dis]abilities, social
class, ethnicity, religion, or gender, as stated in the NCC [9]. At its heart, inclusion involves
teachers” commitment to the values of equity, equality, and participation.

Hence, teachers’ set of beliefs in a situation where they are expected to implement new curric-
ulum agenda and practices are crucially important for the success of the reform (cf. [14-16]).
Therefore, if the attitudes and beliefs of teachers are not considered, especially when a radical
change is in progress, more resistance from the teachers” side will be experienced (cf. [17]),
and the commitment to change will be limited [15, 18]. As Schubert [19] has noted, curriculum
is the practical application of a teacher’s personal beliefs. That is to say, teachers’ beliefs give
meaning to their curriculum, and their instructional endeavors reflect their curriculum ideol-
ogy [20, 21].

For the current study, the curriculum reform in Finland serves as an impetus for exploring
how pre-service teachers have understood and interpret the inclusive principle stated in the
NCC [9]. The meaning of considering pre-service teachers is derived from the fact that they
are regarded as change agents because of the updated knowledge that they have recently
acquired. Furthermore, signals of confusion among the teachers, as shown in Haines et al.
[24], signals the need to collect data from teachers to identify their set of beliefs and what
kinds of curriculum ideologies they hold. The results are critical for enhancing the suc-
cessful implementation of the inclusion principle, as well as developing teacher education.

This chapter also presents insights into the steps the schools in Finland are taking toward inclu-
sive school culture, which is examined and interpreted through the lens of pre-service teachers.
Therefore, in the chapter, I present the results of the study and address the following questions:

¢ What are the curriculum ideologies of pre-service teachers participating in the teacher edu-
cation program?

* What kind of stances about inclusive education do these reflections represent?
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2. Curriculum ideologies

According to Schiro [20, 21], a curriculum ideology is a practical philosophy that influences
a teacher’s day-to-day behaviors toward curriculum issues. However, other scholars use the
phrase curriculum orientation (e.g., [14, 19, 22, 23]). In the current study, I draw on Schiro’s
[20, 21] framework, in which the beliefs about the purpose of curriculum (education) are
divided into four distinctive ideologies: the scholar academic, the social efficiency, the learner-
centered (child study), and the social reconstruction ideology.

The scholar academic ideology is concerned with maintaining “cultural literacy” by having
students study the content and modes of inquiry of traditional academic subjects. The social
efficiency ideology aims at efficiently carrying out a task for society, providing knowledge
and skills that give students the ability to function in society. The learner-centered ideology
places the student in the center of the educational endeavor and is concerned with helping
each student grow into a unique individual who has a healthy self-concept. The social recon-
struction ideology attempts to help students understand the crises facing society, develop a
value stance toward those crises, and learn how to act to relieve the crises, thereby bringing
into existence a better society [20, 21].

According to Schiro [20, 21], these ideologies are roughly parallel to the academic, vocational,
personal, and social goals for education. Each curriculum ideology is more akin to a peda-
gogical subculture than to a goal; each has an impact on teachers’ thinking about the nature of
knowledge, the curriculum intent (aims, goals, and learning objectives), teaching strategies,
learning, students, and evaluation methods (e.g., [19-21, 25, 26]). They also affect students
because the underlying values and beliefs of each ideology not only influence what is taught
but also how and why it is taught [20, 27]. It has also been shown that curriculum ideologies
play an important role in the success of any reform movement [25].

3. Research site and methods

In connection with two undergraduate courses entitled “Inclusive Education” and “Teaching
Practicum,” the current study was conducted at a multidisciplinary research university
within the Primary School Teacher Education (PSTE) program in Finland. All participants
were enrolled in both courses. The participants were 115 pre-service teachers who were
completing their teacher qualification for primary school. The “Inclusive Education” course
focused on discussing the theoretical underpinnings of student diversity (such as language,
abilities, background, religion, and gender) and the current instructional support system as a
means of enhancing inclusive school culture. The students were encouraged to work in small
teams to construct a shared understanding and build new ideas of how to enhance inclusion
in daily school curriculum.

In addition, the course included a week-long field experiment that asked students to visit
one school community and find out how the inclusion principle was implemented in accor-
dance with the NCC [9]. They were encouraged to observe the school community and class-
room practices, conduct interviews with the in-service teachers, special needs teachers, school
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principals, and welfare staff, take part in teacher meetings, and so forth. The students also
wrote reflective journals based on the coursework and field experiments. They were chal-
lenged to express their beliefs, attentions, and values on what had caught their attention relat-
ing to the ongoing reform.

The data from the “Teaching Practicum” were collected through the pre-service teachers’
written narrative reflections, which allowed them to examine their lived experiences, biases,
and assumptions about teaching. These two types of writings provided a window through
which to understand the essence of the pre-service experience of teaching in inclusive set-
tings. The data set thus comprised 230 reflective texts written during and after these two
courses. Participants were numbered 1-115 with an acronym PRE, which refers to reflective
journals, and a different acronym PRAC, which refers to narrative reflections.

Through the content analysis (cf. [28]), it was possible to articulate variations of students’
meaning making and varied ways of experiencing and interpreting their curriculum ideolo-
gies from the perspective of inclusive reform. The meaning unit was determined as either a
complete description of an individual’s lived experience or a brief notional statement called
an “episode.” Thereafter, I divided the episodes into topics, which consisted of repetitive
reflections that emerged through several readings of the data. The topics were then classified
and reduced into themes. Finally, six main themes emerged to describe the pre-service teach-
ers’ belief stances toward inclusive education (reported elsewhere). However, in this chapter,
I do not follow the study analysis as such but rather examine the data from the perspective of
thinking with theory [29], which method uses the data to think with, and use theory to think
about the data. I interpreted the data through the lens of Schiro’s [20, 21] framework by con-
necting the data and the curriculum ideologies to each other from the perspective of inclusive
reform.

The analysis of thinking with theory revealed two main tensions between pre-service teach-
ers” curriculum ideologies [20], namely “knowledge versus experience” between the scholar
academic and learner-centered ideology and the “adoption versus reconstruction” between
the social efficiency and social reconstruction ideology. I picked crucial episodes that serve
as examples of how the pre-service teachers interpreted the inclusive reform and what types
of curriculum ideology they reflect. In this way, I was able to highlight the teachers” belief
stances and prerequisites for working in inclusive settings and ways to interpret the NCC’s
[9] inclusive agenda.

4. Knowledge versus experience

Although the basis of scholarly academic ideology rests on the belief that acquiring an
understanding of academic knowledge involves learning the content knowledge and ways
of thinking [20], the learner-centered ideology focus is solely on the student. The student’s
educational needs and interests are central to learning and must be incorporated in the learn-
ing experience. In the following, two pre-service teachers make meaning and reflect on their
experiences of the teaching practicum. The former episode refers to a scholarly academic ide-
ology and the latter one to a learner-centered ideology:
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It is not enough that you have understood and your pupils have understood the subject mat-
ter; rather everyone should even understand the same matter by the same time and in addi-
tion together. (...) I have been wondering, indeed, how I know my subject matter of school
so badly. I must concentrate on using the right terms. I fail even with my well-practiced
demonstrations. My authority feels insufficient. If the students take the upper hand, it all
ends up in chaos. The problem with questions is that you prepare a new topic with questions,
that you ask children questions about things they cannot have enough information about.
(...) My personal opinion is that it is the teacher’s task to teach. (PRAC 89).

A successful moment is when students are eager to learn new things and feel encouraged to
use their new skills (...) when we experience a moment of flow together, when we experience
joy and freedom. There was a kind of positive atmosphere in the classroom. I listened and
gave them opportunities, and then I felt that I created security in a way that nobody laughed
at anybody no matter what they said. It's important to stay positive.

All learning seems to be based on interaction (...) only in interaction first with another person
and later with other persons will students get a mirror to look in and a frame in which he or she
can develop. (PRAC 08).

The episodes above illustrate the tension between knowledge and experience, which occurs
between the traditional curriculum, developed to guide students on how to acquire knowl-
edge and solve problems, and the learner-centered curriculum, advocated by constructivism
as a way to emphasize an individual’s activity and learning experience.

According to scholarly academic ideology, the meaning of knowledge is its ability to contrib-
ute to the extension of the academic discipline (cf. [20]). Thus, the subject matter is determined
and selected from the knowledge bases of disciplines, such as biology or physics, by “special-
ist scholars” who are expected to bring down this knowledge to teachers and students. The
impact on teachers is that they should also be specialists in the disciplines being taught, keep-
ing the hierarchy between scholars at the top and students at the base.

In turn, the main idea of the learner-centered ideology is that learning is seen as an active pro-
cess driven by the interest of the individual student. Schiro [20] exemplified the distinction to
the previous ideology as “I have experienced” is more important than “I know,” that is, the first-
hand experience of reality is more important than the second-hand experience gained through a
textbook. Curriculum is designed in line with Piagetian ideas about the stages of development,
assuming that the construction of the learning process should be in harmony with students’
cognitive stages (cf. [30, 31]). The impact on the teachers is that they are seen as facilitators of the
discussion, debate, and interaction between students and their learning environment.

Although scholarly academic ideology prefers teaching methods such as Socratic question-
ing, didactic discussion and supervised practice, for the learner-centered ideologist, teaching
is to be adapted to the individual student, and the student’s authentic activity is seen as a
prerequisite for education [20]. These distinctions between the stances on teaching are crucial
in terms of inclusive education. The following episodes demonstrate two contrasting ways
pre-service teachers observed and formed an attitude regarding the activities in the inclusive
classroom. The first episode echoes scholarly academic ideology, even though the participant
attempted to recognize the individual students, while the latter one refers to more learner-
centered ideology:
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There was a one student labeled as receiving intensified support in the Finnish class. This
student sat in front of the classroom, in the middle of two other students. The lesson pro-
ceeded through a common conversation into the writing task. The task was made inde-
pendently. Most of the teacher’s time was spent in assisting that one ‘intensified support’
receiving student. Writing was not easy for him, and he needed the teacher’s help frequently.
So, the teacher had to go through the text word by word with him. When assisting that
student all the time, the teacher did not have any time to go around the class during the
performance of the assignment. She shouted the instructions to other students while sitting
beside the demanding student, and the instructions were essentially to ensure that the class
was disciplined, and all behaved in an appropriate manner. The demanding student suffered
from the situation as well as the class that remained ignored by the teacher (PRE 26).

Some of us have obstacles that require more than normal enterprise and assistance, but despite
that diversity is not an obstacle to moving forward or working together. This observation
raised strongly during the field work. I looked at that so-called tomboy in the class, and I
admired his way to see the world, in that case, the class, differently. I wondered, what kind of
things he saw and felt. He was not cynical at all. I noticed that shared values were more impor-
tant for him than the values of the individual. He gave his attention with a smile to the student
sitting next to him, although he himself was in turbulent. He was empathic! I understood that
the way how we usually differentiate learning and try to slick down these students’ learning
paths by taken them away from the mainstream classes, is not the way I believe in. (PRE 101).

The above episode refers to the preference of viewing the subject matter as the most valued
property, which must be delivered to the students; as Schiro [20] stated, the curriculum is
intended to acculturate children into a discipline. This inclination made pre-service teach-
ers concerned about how they should accomplish goals regardless of the imbalance between
mastering the subject matter and managing the classroom (cf. [32]). In turn, the latter epi-
sode illustrates that such a learner-centered ideology has the learning process as an end in
itself. The view differs from an educational policy-driven paradigm of student centrality that
emphasizes that curriculum should be characterized by “learning outcomes” describing the
measurable skills or abilities that students should be able to do or demonstrate as a result of
learning (e.g., [33]).

This returns to a question about the focus of learning: should we pay attention to generic skills
capacities instead of a detailed specification of content knowledge? Wheelahan [34] raised the
view about the “crisis of curriculum,” arguing that the worldwide education policy drives
toward stripping knowledge out of the curriculum due to the shift in learning outcomes (cf.
[34, 35]). But then, the current knowledge society and information overload within the explo-
sion of digital technologies raise a critical question about the changing nature of knowledge
and children’s life worlds, meaning making, and learning as a whole. Accordingly, this leads
to the question of which one is more valuable: the subject matter or generic skills. For exam-
ple, there is literacy, which guarantees equal access to the most powerful forms of knowledge;
literacy is crucial because it allows learners to gain these basic skills and builds students’
discipline-specific understanding of how texts represent both the knowledge and the ways of
knowing, doing, and believing in different disciplinary communities (cf. [36, 37]). Hence, the
subject matter and generic skills are two sides of the same coin and should not be separated
from each other.
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5. Adoption versus reconstruction

Unlike the two previous curriculum ideologies, instead of focusing on individual learning,
the ideologies of social efficiency and social reconstruction perceive learning as a social pro-
cess. However, although the social efficiency ideology states that the initial aim of learning
is to meet the acute needs of the society, the social reconstruction ideology makes use of the
social process to develop students” abilities to analyze and understand society, creating solu-
tions and a vision for a better society. The next reflective episodes exemplify the pre-service
teachers’ reflections on the challenges toward schooling to respond to the multiple demands
of a society. The first talk brings up the social efficiency ideology, and the next one refers to
social reconstruction ideology:

I recognize the growing demands everywhere. I should increase media literacy and use ICT
devices to meet today’s challenges, I should support the students to identify their feelings
and support them to work on them, and so on. I am expected to bring the PISA success back
to the top, etc. That sounds pretty unreasonable. Not to mention inclusive teaching. I look
forward to the new core curriculum to bring improvement to this situation. However, it
should not be forgotten that the school is not the only place, where to turn over a new leaf of
children’s lives. (PRAC 12).

The most unforgettable teaching experience was the idea that came to my mind suddenly in
the history lesson. I turned off the classrooms lights and lighted some candles. I asked the stu-
dents to put our souls into some refugee’s soul who had been traveling in a sinking boat in the
Mediterranean Sea. We had to try to think what the person felt when the boat was sinking. It
was a very quiet moment. Then I asked the students what they had been thinking. One of the
students, for example, told that she had been thinking a child who had been saved. This child
had been crawling on the broadside of the boat and she had seen through the window another
person who was inside the boat looking through window and praying. Altogether that par-
ticular moment in our classroom was beautiful and rich in atmosphere. I think that this kind
of moments and situations felt like the most important matters in the school. Schools mission
is not to fulfill child with information as efficiently as possible, but recognize the injustice of
the world and find ways to make the world a better place to live. (PRAC 51).

The above episode depicts the social efficiency belief, according to which the meaning of skills
and knowledge is to create a solid base of the abilities needed to function in society. Thus,
the first milestone is to determine the needs of society, as one of the pre-service teachers tried
earlier. The next step is to develop a curriculum that meets the determined needs. In contrast,
the latter episode reflects the idea of the social reconstruction ideology that assumes that there
is no such thing as an absolute knowledge or skill needed to survive in society. Many pre-ser-
vice teachers parsed learning, like in the learner-centered ideology, as a process. The episode
shows how they attempted to incorporate learning experience with current social issues, as in
the above episode illustrating how to be sympathetic and understand the refugees’ feelings
under their dangerous conditions.

In terms of inclusive education, the social efficacy ideology is quite demanding for teachers.
Teachers are expected to find the most efficient teaching methods for delivering the knowl-
edge and skills to the students with the aim of producing “educated people” who achieve the
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objectives and thus fulfill the needs of society (cf. [20]). The social reconstruction ideology, in
turn, has such an impact on teachers that they are expected to provide students with learning
experiences that can develop their critical analytical skills and stimulate them so that they can
contribute to the reconstruction of society [20, 38]. Therefore, the necessary knowledge does
not exist in books, but rather, it lies within the knowers in the meaning that the person gives
to the words and experiences.

According to the social efficiency ideology, teachers are placed in the center to control every-
thing in the classroom, and the students are perceived as “raw materials” to be shaped. This may
lead to teacher-led instruction methods because of assuming that the teacher’s job is to decide
what students are expected to learn, why they are learning it, how they are supposed to learn
it, and what books they will be reading. This seems to be an overwhelming claim for a teacher
in heterogeneous groups of inclusive settings. In turn, because, for social reconstruction ideolo-
gists, teaching is more collaborative, the development of an inclusive pedagogy is more possible.
This is because social reconstruction ideologists appreciate group discussions for joint learning
and developing solutions for existing problems [20]. The following episodes reflect two contrast-
ing ways pre-service teachers reflected on experiences of inclusive classrooms. The first episode
echoes the social efficiency ideology and the latter one the social reconstruction ideology:

Our current school system has worked well as we have been recognized as the PISA success
country etc. In the future, we want to continue to be among the leading countries in educa-
tion. In order to be able to continue in the top of the world, and to be highly valued in the
field of education, we will need new innovations in our schools. School practices should con-
stantly keep on evaluating, in order to be able to meet the needs of society. Many experts and
politicians, including the Ministry of Education, have emphasized the importance of adding
information and communication technology as a medicine to our bad Pisa success. (PRE 38).

The class talked about the refugees in Finland. Some of the students suggested that we have
understand that each of their lives was unique. They knew that some had come to Finland as
babies, others as children, and others encountered cruelty at home, others were struggling
with bad feelings. Each of them was different, but together. I was different with them, and in
that one room, in those hours, I understood about inclusive education more than ever before
in my life. Inclusion is not limited to one category of people or age group, it is a conceptual
model for the whole school and for better society. All children are able to learn, and the great-
est benefit comes from collaboration, learning together. Diversity is valuable, and the sense
of communality is emphasized in the fact that student diversity is seen as a positive resource
for that school, but also for society, and everyone can get involved. (PRE17).

The episodes refer to the current situation in Finland, indicating the tension between the
social efficiency ideology and social reconstruction ideology. The discrepancy has occurred,
for example, because of the Program for International Student Assessment (PISA) achieve-
ment program (e.g., [39—41]). The success has created tension in schools—concurrently with
the inclusive reform—to reproduce the result by raising the effectiveness of schooling by
extending both the requirements of knowledge content and demands for academic achieve-
ment in the NCC [9]. Social efficiency drivers have laid pressure on moving toward standard-
ization and test-based accountability along with the inclusive agenda. This twofold pressure
is conveyed in the pre-service teachers’ narrative journals.
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The latter episode mentioned earlier refers again to the debate concerning the integration
of refugees in Europe. In addition, the episode depicts the inclusive shift through one of the
pre-service teacher’s reflections, referring to the social reconstruction curriculum ideology. In
all, the pre-service teachers seemed to observe sensitively, in particular, in the collaborative
environments in school communities, and they desired tangible collaboration and team teach-
ing. Furthermore, they appreciated the idea that they could learn from their own and others’
experiences through active reflection on their actions and their consequences (cf. [42]). They
valued the partnership model [43] to boost their professional learning through close and sup-
portive relationships with colleagues, which was also a prerequisite for their favorable belief
of the inclusive shift in schools.

6. Discussion

Through the lens of curriculum ideologies, the findings reflect some aspects that are useful
to note when implementing inclusive practices in schools, as well as for creating future direc-
tions for teacher education. First, it has become important to understand prospective teach-
ers’ own conceptualizations and set of beliefs of how to make meaning of the reform agenda,
which aims to support learning and respond to students’ diversity in inclusive settings.
Schiro’s [20] framework served an indirect channel to explore pre-service teachers’ reflections
of uncertainties and possible fears. Allowing for questioning may encourage teachers to trans-
form their curriculum insights into new situations and gain understanding of unpredictable
circumstances in school settings (cf. [44]).

Moreover, the notion of inclusion represented a scheme into which they could mirror their
beliefs, values, and attitudes toward their future teaching careers. According to the data, the
beliefs on inclusion occurred as a complex macro-level societal phenomenon that was in conflict
not only with the demands to fulfill the needs of “normal students” but also the current needs of
society. Another inconsistency they felt concerned the prevailing school cultures; the inclusive
reform represented a risk: it may both shake the prevailing school cultures and professional
practices, and the reform itself was at risk of being drowned out in the prevailing school cultures.

Accordingly, the results indicate that the notions of adoption and adaptation, introduced
by Hewitt [45], are relevant when considering the tensions emerging from the data. Hewitt
[45] defined adoption and adaptation as the approaches of teachers in curriculum implemen-
tation. In line with social efficiency beliefs, adoption refers to a top-down assumption that
changes required by society should be applied with a linear implementation by the teacher of
the curriculum, which is designed by external specialists and politicians. In contrast, adapta-
tion, such as social reconstruction ideology, refers to the fact that curriculum reform move-
ments should be made in collaboration with real implementers by classroom-level specialists.
This necessitates continuous negotiations and flexibility between the politicians, designers,
and implementers of the curriculum (cf. [46, 47]).

This dialog could create an arena for joint understanding about the societal circumstances in
which the theoretical and practical knowledge are taken into account and where the societal
approach to learning is considered. In doing so, it promotes a vision of a better society in
which the problems and conflicts could be resolved, and the society can be developed.
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However, there is a risk that if the social efficiency ideologists shift their terminal objectives
to raising academic standards, they also may shift their ideology from social to academic,
despite escaping from the scholarly academic emphasis on more learner-centered education.
This is critical, for example, in Finland, where the education system seems to be at a turning
point regarding what path it may take. As of yet, fortunately, Finland has not chosen a high-
stakes testing policy as most countries have but is looking for a new way [48-50]. To keep in
line with the social justice philosophy and the “Education for All” agenda, it is important to
give up straightforwardly confronting the beliefs beyond the different curriculum ideologies.
Instead, the school-based curriculum ideology could offer a bottom-up approach that consid-
ers students, parents, and stakeholders, as well as incorporates the best parts of the ideologies
to enhance student-driven social justice curriculum.

As Dewey [51] criticized how the academic knowledge of education has developed standards
that promote “docility, receptivity and obedience” (p. 18) among students, while teachers are
turned to be agents who transmit knowledge and skills and enforce rules of conduct. This
is, according to Dewey, one of imposition from above and outside, creating a gulf between
school and students (cf. [52]). In turn, the teachers’” essential task should be to bridge the
gap between students’ prior knowledge and experiences and appropriate content knowledge,
gaining students” individual experiences of their surrounding environment and using this to
understand, analyzes, and improve the society around them.

Consequently, in conjunction with Bandura’s [53] views, the data of the current study indi-
cated that social reconstructive ideology could contribute to creating sustainable “collective
efficacy” in developing inclusive school cultures. This means that by focusing on “collective
efficacy” while teaching practicum in an inclusive setting, the pre-service teachers need
to draw attention to educational inequalities and search for solutions that promote a just
education for all.
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