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ative capacity closely related to co-construction and complexity. Telling new stories about
education, and thereby imagining different educational realities, may be seen as a possible
trigger for change. In this article, therefore, the authors contrast the current situation
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change. Based on a meta-analysis of research findings, the authors propose a vision for a
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he world is constantly changing, and current times of complexity and un-
certainty may exacerbate the sense of change experienced by people and
in institutions. National curricula and teacher training programs are no
exceptions to such change. Too frequently, however, change is used as a neoliberal
policy buzzword (Ellis, Souto-Manning, and Turvey 2019), justifying educational
reforms based on the need for professional specialization and adaptation to a
changing labor market. Consequently, the result is an instrumentalization of
knowledge instead of anchoring the need for change within the educational pro-
grams themselves. This article addresses change in relation to music teacher edu-
cation programs, which have been described by scholars as conservative,
prescriptive, and change resistant (Benedict 2015; Westerlund and Gaunt 2021),
highlighting that change and improvement in music teacher education are neces-
sary and pertinent.
While the purpose of education is commonly seen as to prepare citizens for a
life well lived in a world worth living in (Kemmis, McTaggart, and Nixon 2014, 27),
education is also a powerful gatekeeper for opportunity and distribution of life
chances (Hargreaves 2005, 2). On a fundamental level, then, one might agree that
education is important and that striving for educational improvement is essential,
but specifying what change might entail is more challenging. Effecting change
should not be about change for its own sake: rather, “what is fundamental,” ac-
cording to Burner (2018), “is the normative and political questions about the qual-
ity of change” (123). Change, then, is connected to beliefs, values, and discursive
positionings. What counts as change and how change should be brought about will
therefore inevitably be understood and defined differently, depending on the situ-
ation and perspective taken (Christophersen 2021). Changes could be small or big,
linear or complex, bottom-up or top-down, happen through gradual transfor-
mation or in revolution-like manner, to mention some possible dimensions of
change. The rationale for change, that is, why change is necessary, may also be
questioned. Further, the power dimensions implied inevitably raise ethical con-
cerns as to who decides what change is and what or who needs to change and how
(Viig et al. 2023).
The purpose of this article, therefore, is to critically conceptualize and discuss
change in a music teacher education context. The starting point is the research
project Music Teacher Education for the Future (FUTURED 2019—2022), in
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which change was regarded as having a transformative capacity closely related to
co-construction and complexity. Telling new stories about education, thereby im-
agining different educational realities, can be seen as a possible trigger for change
(Kertz-Welzel 2022; Moss 2014). In this article, therefore, the authors contrast the
current situation against an imagined reality to create a heuristic framework for a
critical discussion of change. Based on a meta-analysis of FUTURED findings, the
authors propose a vision for a future music teacher education, which we then use
to highlight and discuss several intersecting dimensions of educational change:
values and traditions, demographics, educational practices, curricula, and society.

Music Teacher Education: Setting the Scene

When approaching the issue of change in music teacher education, it is necessary
to consider research both in the field of music education as well as in teacher edu-
cation more generally. Nordic research on music teacher education shows signifi-
cant influence from the conservatory tradition. Seetre (2014), for example, found
that Norwegian generalist teacher education music programs are characterized by
fragmentary course structures with performance-oriented and musicological dis-
ciplines as well as a traditional pedagogical discourse; the programs therefore re-
semble miniaturized music conservatories to which educational and research
perspectives are added. A Swedish study found that master-apprentice traditions
and associated belief systems and notions of expertise determine the outcome of
admission tests to music teacher education. Not only do these culturally reproduc-
tive practices result in maintaining traditions and preventing change within the
programs, but they also have real consequences for the lives and careers of the ap-
plicants (Sandberg-Jurstrom and Lindgren 2022).

Other studies suggest that music teacher education programs are firmly rooted
in traditional notions of teaching and education (Zamorano-Valenzuela and
Serrano 2022), characterized by a “hyper-focus on musical content and discipline-
specific skill development” (Bylica and Schmidt 2021, 1). Ferm-Thorgersen, Jo-
hansen, and Juntunen (2016), for example, found that established teaching tradi-
tions governed teaching practices in Nordic music teacher education programs and
that these traditions hampered the educators’ abilities to envision change. The re-
lationship between educational policy reforms and music teacher education pro-
grams seems non-existent (Aréstegui 2011). Moreover, music teacher education
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programs appear to be designed with a focus on musical content and the transmis-
sion of such content (Ardstegui and Cisneros-Cohernour 2010; Laes and
Westerlund 2018; Saetre 2014), thus implying a “sustenance of the past and preser-
vation of traditions” (Westerlund and Karlsen 2017, 18). Scholars have also pointed
to inequality within music teacher education programs, as studies show that cer-
tain demographics, values, beliefs, and practices are sustained and reproduced
among faculty and pre-service music teachers internationally (Elpus 2015; Hewitt
and Thompson 2006; Knudsen and Onsrud 2023; Nysather, Christophersen, and
Satre 2021).

This inherent conservatism may not be exclusive to the subject of music.
Teacher education is often seen as “resistant to change and slow to innovate” (Ellis,
Souto-Manning, and Turvey 2019, 3). Content orientation can also be found in
teacher education in general. For example, Goodwin et al. (2014) found that con-
tent specialization and discipline knowledge were considered more important than
pedagogy when teacher educators are hired.! Rowan et al. (2021) questioned
teacher educators’ epistemic reflexivity and claimed that teacher education pro-
grams and courses are designed on systematic and research-based knowledge only
to a limited extent, asserting that “efforts to interrupt patterns of educational suc-
cess and failure have been patchy at best and ineffectual at worst” (150). Cochran-
Smith et al. (2015) observed that there seems to have been too much focus on
purely academic research in teacher education; they pointed to a need for a partic-
ular teacher education knowledge base, a pedagogy where teacher educators can
explore their own assumptions and prejudice, and provide opportunities for
teacher educators to do research that integrates theory and practice.

For music education, the theory-practice divide implies a tension between mu-
sic (practical and performative) and pedagogy (theoretical), and possibly a frag-
mentation of curriculum (Seetre 2014). Teaching and learning music may therefore
be perceived as indifferent to theoretical knowledge and conceived in the likeness
of traditions that precede pedagogical knowledge, thereby resulting in reproduc-
tion of existing practices and hindering change (Zamorano-Valenzuela, Arostegui,
and Gonzalez 2022).
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The FUTURED Project: Researching Change

As implied above, the hybrid nature of music teacher education connects the dis-
cipline to two equally conservative and stabilizing scholarly fields: music education
and teacher education. The FUTURED project was designed to challenge inherent
conservatism and the reproduction of values within these fields.2 The purpose of
the project was to critically discuss the current educational situation in generalist
teacher education music programs in Norway, develop new teaching approaches,
and propose new directions for music teacher education, thereby warranting
change. The project was designed to avoid mere descriptive and diagnostic re-
search. Instead, the researchers chose a prescriptive approach so they could ex-
plore alternatives in addition to describing and criticizing existing practices.
The project was founded on a series of normative claims:

e Education is political, and teaching is never neutral.

e Music teacher education is contextual, political, and linked to issues of eq-
uity and justice.

e Music teacher education must relate to societal needs and challenges.

e Music teacher education must cater to versatile musicianship and learning
styles, student participation, critical reflection, and agency.

The overarching methodological design for the project was action-research in-
spired (Kemmis, McTaggart, and Nixon 2014; Noffke and Somekh 2009; Putman
and Rock 2018), thus mirroring the project’s normative orientation of critically
contributing to change. Action research is a cyclical and explorative way to “take
action in ... personal and social situations with a view to improving them” (McNiff
2017, 9). The FUTURED project aimed to challenge the status quo of music teacher
education and improve teacher education practice by taking stock of existing prac-
tices, exploring new educational approaches, and proposing new directions for
music teacher education. In this respect, the project and its sub-studies united the
professional, personal, and political dimensions of action research (Nofftke 1997)
and aimed to enhance professional knowledge, contribute to a deeper understand-
ing of personal practices, and improve educational programs.

Empirical studies were carried out in connection to music programs in primary
and lower secondary (PLS) teacher education in Norway. PLS is a five-year gener-
alist teacher education program with an integrated master’s degree in either
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pedagogy or in a school subject such as music.3 The pre-service teachers must spe-
cialize in 3—4 school subjects—one of them at the masters level and involving a
masters thesis—as well as specializing in teaching either grades 1—7 or grades 5—
10. In total, six empirical studies took place4 (see Table 1):

Table 1. Empirical Studies Within the FUTURED Project

Study Topic of study Methodology
1 Pre-service music teachers’ backgrounds, val- | Mixed methods
ues, and ambitions study

tonomy, voice and engagement in schools and

2 Ideologies and values in steering documents, Document studies
institutional curricula, and job announcements

3 Preservice music teachers’ critical agency and | Participatory action
reflection on campus research

4 Pre-service music teachers' field experiences Qualitative case
and professional agency study

5 Collaborative and interprofessional music Collaborative action
teaching in school research

6 Music technology and spaces for musical au- Collaborative action

research

teacher education

Despite methodological variations, a common denominator existed between the
sub-studies: a critical exploration and questioning of existing discourses and prac-
tices within music teacher education. Some sub-studies included pedagogical ex-
perimentation and development, such as working with utopian thinking and
dream scenarios with pre-service teachers (Study 3), putting together a multi-pro-
fessional team to explore collaborative teaching with music technology (Study 5),
and exploring the intersection between the physical and the virtual in the music
classroom (Study 6).
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Empirical findings from the project indicate pervasive demographic homoge-
neity as well as a reproduction of cultural (in)equality in music teacher education
(Knudsen and Onsrud 2023; Nysather, Christophersen, and Sztre 2021; Onsrud
and Kvinge 2023). Along with a majority orientation in music education and ver-
tical notions of expertise, our results show that it can be demanding for both pre-
service teachers and teacher educators to step outside their comfort zones to chal-
lenge existing practices and envision change (Bjornevoll 2022; Fredriksen et al.
2023; Onsrud et al. 2022; Viig et al. 2023). Our findings also imply that the inter-
section of physical and virtual educational environments can open hybrid spaces
for musical participation that draw on the students’ and pupils’ diverse competen-
cies, resources, and preferences (Holdhus, Christophersen, and Partti 2022). Col-
laborative participation in such environments can support the students’ musical
mastery and experience of agency and participation (Christophersen, Holdhus,
and Kenny, in review).

The sub-studies did not aim to conceptualize change per se; nevertheless, they
raised important questions about educational change for the project; for example,
regarding implications of the current demographics of music teacher education in
Norway (Nysather, Christophersen, and Seetre 2021) and the teacher educator’s
role and ethical responsibility in research on educational changes (Viig et al. 2023),
to mention but a few. The results from the sub-studies therefore provide the foun-
dation for this article,> while also envisioning alternatives to the current educa-
tional situation, thus proposing new directions for music teacher education.

Music Teacher Education: A Vision for the Future

The findings mentioned above indicate that there are problematic issues within the
investigated programs. Characterizing the current situation in music teacher edu-
cation in terms of deficiency could inspire visions of more desirable alternatives.
According to Jacobsen and Tester (2012, 1), it is essential to question the “everyday
inevitability of this world” and aim towards a transformation of the existing
“through the lever of what could be.” One way of changing music teacher education
is therefore to create new narratives that challenge inevitability (Viig et al. 2023).
From this outlook, current music teacher education appears not only as a “dicta-
torship of no alternatives” (Moss 2014) but as one possible version of how to or-
ganize teacher preparation.

Christophersen, Catharina, José Luis Aréstegui, Kari Holdhus, Ailbhe Kenny, Jan Sverre Knud-
sen, Monica Lindgren, Lauri Viakevi, and Tine Grieg Viig. 2023. Music teacher education for the
future: Reflections on change. Action, Criticism, and Theory for Music Education 22 (3): 7—40.
https://doi.org/10.22176/act22.3.7



Action, Criticism, and Theory for Music Education 22 (3) 14

In addition to producing descriptions of the existing, the FUTURED research
also aimed to propose new directions for music teacher education. The vision be-
low is presented as an alternative to the current situation, as a music teacher edu-
cation for the future. The normative claims from the FUTURED project provide its
foundation, and it has been constructed on the basis of a meta-analysis of findings
from the sub-studies. The vision below is therefore to be considered an alternative
outcome of the FUTURED project, and it informs the further conceptualizations
and discussions of change within this article.

Recent changes in national policies and guidelines for teacher educa-
tion have ensured more autonomy for the institutions, thus enabling
more diverse and flexible programs. The music teacher education pro-
gram has taken measures to better reflect the diversity of the population
and to include a variation of content, musics, and methods that allows
for multiple ways of being and becoming a good music teacher and edu-
cator.

The irony of much education is that it aims to develop future compe-
tence and professional autonomy without allowing upcoming profes-
sionals to influence their current educational programs. This future
program, however, is characterized by collaboration and democracy,
and pre-service music teachers are seen as stakeholders and co-construc-
tors. Therefore, participation goes beyond mere representation in uni-
versity councils and committees: pre-service music teachers are
routinely involved in developing content, methods, and practices with
their peers and educators.

Consequently, an asset-based approach is at heart, focusing on the
pre-service teachers’ resources rather than their deficits. Music teacher
educators recognize that society, as well as pre-service teachers, change.
Instead of trying to fix what could be perceived as knowledge gaps ac-
cording to past ideals, educators actively let their teaching be informed
by larger societal issues as well as interaction with the community. Pre-
service music teachers’ backgrounds, existing knowledge, and prefer-
ences are considered important starting points for the educational prac-
tices of this music teacher education program. While pre-service music
teachers may be young and inexperienced, the educators still consider
their perspectives and input valuable for the development of the educa-
tional practices of the institution.

The pedagogical practices of this music teacher education program
are facilitative and explorative, extending beyond the traditional provi-
sion of answers in the form of recipes for classroom work. The educators
systematically use action research and other practice-based research
forms to examine and develop music teacher education practices as well
as critical reflection on their positionality. Continuous work to improve
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critical epistemic reflexivity within music teacher education programs
has been undertaken in close collaboration with pre-service music teach-
ers and the practice field.

Within this music teacher education program, educational issues are
still worth exploring, reflecting on, and developing. This explorative
stance has spurred institutional changes when it comes to formal learn-
ing objectives and assessment procedures, which have been opened to al-
low for development and exploration. Consequently, the institution has
decided to critically question its use of administrative procedures and
software that may impact educational practices in rigid and reductionist
ways, thus allowing for more flexibility, complexity, and unpredictability
in the organization as well as within the curricula and educational prac-
tices.

Changing Music Teacher Education

In what follows, we delve deeper into the morass of change in music teacher edu-
cation. The normative claims at the heart of the FUTURED project position music
teacher education as a value-laden and political endeavor that is always linked to
issues of equity and justice, and with an obligation to cater for versatility, diversity,
participation, and student agency. The vision outlined in the previous section rep-
resents a possible interpretation of these claims in a music teacher education con-
text. The imagined program differs from many existing programs and practices
within Norwegian generalist teacher education, and it demonstrates that compre-
hensive educational changes are complex and multi-faceted. Guided by the vision
and the normative educational claims, we highlight and discuss intersecting and
interdependent dimensions of change within music teacher education programs.

Changing Values and Traditions

Scholarly literature on educational change has often been carried out within a dis-
course about what change entails (Smeyers and Depaepe 2016). Within the context
of music education internationally, the discourse of change has been frequently
connected to social justice and equity, discussed in relation to the values and ideas
that music teacher education should be built upon and how these ideas and values
are both thought and talked about politically, within institutions, among profes-
sionals and the public. For example, Laes and Westerlund (2018) point to the per-
vasiveness of performative, skills-oriented, and ableist values in music teacher
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education. While often promoting diverse curricula, the ramifications of “musico-
pedagogical” traditions (Laes and Westerlund 2018) are based on prescriptive ped-
agogies and narrow notions of expertise and fragmentation, thus rendering music
education a frozen practice remote from societal issues and indifferent to issues of
social justice (Hess 2018).

While few would disagree that education should be based on values of social
justice and equity, conceptions of social justice within music teacher education
vary significantly. Anglo-American discourses on social justice, for example, have
had a substantial impact within the field of music education internationally. To
refer mainly to the inequality of “historically and intersectionally minoritized com-
munities across the vectors of race and ethnicity, gender, age, social class, sexual-
ity, religious faith, and (dis)ability” (Ellis, Souto-Manning, and Turvey 2019, 5)
makes historical oppression a key justification for a change that teachers and
teacher educators are expected to bring about. Teacher education is then linked to
a notion of debt (Ladson-Billings 2006), wherein it becomes the responsibility or
even the duty of educators to pay this accumulated debt, which also implies “oth-
ering” and possibly reinforcing already existing asymmetrical power relations
(Benedict and Schmidt 2007; Coppola and Taylor 2022; Kallio 2021). However,
this idea of a cultural debt is perhaps not as prominent in Norway and the other
Nordic countries, where current justifications of diversity in teacher education
seem to be without the accompanying narratives of historical failure and thus ap-
pear to be more generally founded on ideas of equity and representation.® Diversity
and equity in music teacher education are therefore promoted as desirable because
they are just and fair with reference to creativity, celebration, and community
(Knudsen 2021). On the one hand, then, teacher education programs in Norway
are free from pervasive ideologies of using educational programs to settle debt and
correct historical injustice. On the other hand, there might be a risk of “historyless-
ness” that suggests an ignorance of how past injustices extend into current prac-
tices, systems, and structures of music education and music teacher preparation.

As these examples demonstrate, despite the global recognition of social justice
as an ideal motivating change in music teacher education, the concept of social
justice is contextual and does not necessarily travel well (Lewis and Christophersen
2021). Even locally, within teacher training institutions, one might find diverging
opinions of what is just and fair and what should count as diversity in particular
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contexts. While according to some scholars, conservatoire traditions imply repro-
duction and slowness rather than transformation (Satre 2014; Westerlund and
Karlsen 2017), they also provide foundations for teaching practices that have along
history, as do repertoires and teaching methods of other traditional practices, both
from majority and minority cultures.

Consequently, approaching issues of change within teacher education is a
complex matter. Seeing change as a process instead of an event (Hargreaves et al.
2010) makes change closely connected to individual and collective sensemaking.
For change to happen, it must make sense to the people involved, and “their inter-
pretations of it will determine whether they engage in change, resistance, or simply
ignore it” (Louis 2010, 18). This points to change as a discursive practice, whereby
thoughts, language, and actions are mutually constitutive (Chouliaraki and
Fairchlough 1999).

Within the FUTURED context, the researchers developed a framework for
generating questions pertaining to change within music teacher education. Chris-
tophersen (2021) suggested that issues of change towards more equitable practices
within this field could be addressed through active deliberation on how institutions
and professionals relate to macro-, meso-, and micro-level issues. It is thus im-
portant to think about how music education practices address, reflect on, and deal
with (a) the big issues of this world such as climate change, technological innova-
tion, globalization, and migration; (b) structural and systemic inequalities within
the institutions connected to issues such as ethnicity, gender, age, ability, and so-
cial class; (c) agentic issues pertaining to, for example voice, participation, and the
agency of stakeholders. This raises further questions: How could global issues be-
come integral to music teacher education programs? What kinds of pedagogies
would they require? How can music teacher education prepare future music teach-
ers to work in complex and diverse settings? Do current programs allow for a po-
lyphony of voices? What mechanisms of exclusion and inclusion are at work in the
institutions? What spaces of agency are available to pre-service teachers and
teacher educators? How can educators recognize pre-service teachers’ resources,
and how can educators and pre-service teachers collaboratively develop the edu-
cational practices of music teacher education?
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Changing Demographics

The vision for future music teacher education, as formulated previously, highlights
a desire for music teacher education programs to reflect the diversity of the popu-
lation. FUTURED survey research results (Nysather, Christophersen, and Satre
2021) indicate that Norwegian teacher education music programs (and teacher ed-
ucation in general) mainly recruit from a narrow population segment. According
to these survey results, pre-service music teachers admitted to the Norwegian pro-
grams are predominantly female, white, and lower middle class, and their musical
competence is largely “acquired outside of compulsory schooling and in settings
that are already characterised by skewed recruitment and a lack of diversity”
(Nysaether, Christophersen, and Satre 2021, 48).

The lack of diversity found in the Norwegian music teacher education pro-
grams is mirrored in programs in other countries, for example in Spain (Aréstegui
and Fernandez-Jiménez 2023) and in the United States (Austin 2021; Elpus 2015).
Elpus found that US music teachers are less “racially, culturally and ethnically di-
verse” (2015, 300) than the rest of the population. These results largely align with
the demographics of music teacher education faculties across the US and Canada,
which are “overwhelmingly white (94.0%), dominantly male (56.1%), approxi-
mately 51.65 years of age, and married (78%)” (Hewitt and Thompson 2006, 47).
All in all, this suggests that music education programmes, at least in the global
North, seem to reproduce and reinforce patterns of inequality. Comparing
FUTURED project results with previous research on Norwegian teacher educators
(Saetre 2014), it seems that pre-service music teachers and teacher educators re-
semble each other in many ways. For example, both groups emphasize performa-
tivity and practical activities and are less interested in academic activities, which
could be seen as supporting and reinforcing a musico-pedagogical discourse
(Nysaether, Christophersen, and Satre 2021). These results may not be exclusive
to Norway, as similar values are also found among pre-service music teachers in
Ireland (Kenny 2017). Following from such pervasive discourse is not only the fa-
voring of certain musical practices but also of certain talents and skills that help
distinguish between who is considered worthy of becoming a music teacher and
who is not (Bowman 2007; Christophersen 2021; Sandberg-Jurstréom, Lindgren,
and Zandén 2021). Such reproductions indicate a silo effect, in which an “institu-
tional system blindly pursues its purpose and social reproduction, favouring some
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and excluding others, and in this way reproduces social injustice” (Viakeva,
Westerlund, and Ilmola-Sheppard 2017, 132).

The circularity and homogeneity within Norwegian music teacher education,
suggested by both research and scholarly literature, is highly concerning. Firstly,
it is a matter of fair and just representation in education. If music teacher educa-
tion is to fulfill its societal mandate of contributing relevant music education to all,
the demographics of pre-service music teachers and educators should reflect the
diversity of the population that music teacher education programs are situated
within and are intended to serve. In this respect, the music teacher programs in
Norway have a long way to go: while 20 percent of the population in Norway are of
minority background (Statistics Norway 2023a), only 8 percent of pre-service
teachers in the new five-year teacher education have such background (Statistics
Norway 2023b), and approximately 6 percent of the pre-service music teachers
identify as a minority (Nysather, Christophersen, and Setre 2021). Pupils and stu-
dents need to see “music teachers who not only look like them but also represent
successful professionals in the field” (DeLorenzo and Silverman 2016, 2). The lack
of diversity found both within the Norwegian music teacher education programs
and internationally, begs the question of how music teacher education programs
can prepare future music teachers for the diversity and complexity they will most
likely meet later in their careers (see also Bylica and Schmidt 2021; Culp and
Salvador 2021; Holdhus, Christophersen, and Partti 2022; Kenny 2018; Onsrud et
al. 2022; Rinde and Kenny 2021; Rusinek and Arostegui 2015; Stavrou and
O'Connell 2022). Secondly, a more diverse demography within music teacher ed-
ucation programs could be considered essential to contribute a diversity of thought
and, by extension, productive friction for counteracting stasis. Diversity can also
be perceived as a source of increased epistemic reflexivity (Rowan et al. 2021)
within music teacher education programs and thus also as a trigger for change.

Both these justifications for a more diverse demographic in music teacher ed-
ucation are, in the end, related to a bigger question of who is to be considered the
“we” (Bowman 2007) of music teacher education programs. A recent study of job
announcements for recruiting music teacher educators in Norway state that these
announcements are “key cultural artefacts, not only for the recruitment process
but in conveying what it means to be a teacher educator” (Onsrud and Kvinge
2023), making teacher educators part of the “club,” as Bowman (2007) calls it. The

Christophersen, Catharina, José Luis Aréstegui, Kari Holdhus, Ailbhe Kenny, Jan Sverre Knud-
sen, Monica Lindgren, Lauri Viakevi, and Tine Grieg Viig. 2023. Music teacher education for the
future: Reflections on change. Action, Criticism, and Theory for Music Education 22 (3): 7—40.
https://doi.org/10.22176/act22.3.7



Action, Criticism, and Theory for Music Education 22 (3) 20

need for a critical stance towards these cycles of injustice extends to the authors of
this chapter: we are all music teacher educators and must therefore acknowledge
our active role in this social reproduction that takes place in music teacher educa-
tion in our countries, and therefore also recognize the particularity of our insights
into this matter.

Arguably, social (in)justice in education is a complex issue, perhaps even a
wicked problem of education: i.e., a problem that is unsolvable due to its complex-
ity, lack of clear definition, and interconnectedness to other wicked problems
(Rittel and Weber 1973). Such problems require “multi-agency initiatives across
sectoral and hierarchical boundaries, and the mobilisation of the whole society
with its organisations and neighbourhoods” (Sannino 2022, 10). Moreover, the is-
sue of diversity will require extensive political and structural measures that far ex-
ceed discursive work in the forms of conversations within faculties, as Niknafs
(2017) described. Still, making the spaces of music teacher education more open
and attractive to different kinds of people is an important task for all current stake-
holders within music teacher education, and it must also be reflected in the chang-
ing practices and curricula of music teacher education.

Changing Educational Practices

The educational practices within music teacher education concern the relation be-
tween pre-service music teachers, teacher educators, and curricula and how these
dimensions hang together and form an educational space that promotes certain
pedagogies, certain kinds of knowledge(s), and certain values. In revisiting the
FUTURED project vision, it is obvious that the envisioned changes draw on several
theoretical perspectives with implications for the educational practices of music
teacher education. Firstly, there is the influence of progressive education through
the student-oriented focus that highlights student participation and democracy.
Secondly, the vision draws on critical pedagogy, emphasizing “actor agency at
grassroot level, seeking to undermine oppressive constraints on learners, teachers,
and society” (Sugrue et al. 2022, 5). Considering the theoretical appeal and the
correspondence with normative foundational claims for the FUTURED project,
both these perspectives informed results from the project (see, for example, Bjor-
nevoll 2022; Knudsen and Onsrud 2023; Onsrud et al. 2022). Despite their useful-
ness, the researchers also found these two perspectives to be inadequate. Although
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philosophically attractive, progressivism is somewhat toothless in centering on the
liberal freedom of individuals in society. Critical pedagogy, on the other hand, pro-
vides ample opportunity to refocus power mechanisms and oppressive structures,
but it can become theory-centered, reductionist, and dogmatic. Thirdly, following
from the FUTURED empirical studies, our vision encompasses a horizontal, net-
worked, “connectivist” perspective (Downes 2019; Siemens 2005) characterized by
emergence, diversity, complexity, and distributed knowledge. Such perspectives
were found to be increasingly important during the project (see for example Hold-
hus, Christophersen, and Partti 2022). Consequently, the vision outlined previ-
ously does not just see change as progressive “flourishing” or critical “liberation,”
but also as a transformative capacity built on co-construction and collaboration
(Rincon-Gallardo 2020)

Enacting such a vision would require music teacher education pedagogies fun-
damentally different from the master-apprentice approach and its associated hier-
archical notions of expertise that position the educator as the gatekeeper of
knowledge and skills. The vision points towards educational practices monitored
and developed through experimentation and collaboration, such as action research
or action learning, not only tolerating but also actively seeking discomfort (Boler
1999; Zembylas and Papamichael 2017). Further, the vision indicates pedagogies
that highlight pivotal moments where habitual responses are disturbed, and the
uncertainty and stutterings created by those moments facilitate experiences of
one’s own learning (Ellsworth 2005; Sojot 2018).

Focusing on pre-service music teachers as co-constructors of education inevi-
tably points towards a dialogue characterized by radical listening; i.e., trying to
understand the standpoint of others without trying to change them, thereby open-
ing yourself to change (Moore 2018). Critics may remark that pre-service music
teachers' limited experiences and perspectives may not provide the best vantage
points for changing music teacher education. Granted, pre-service teachers are in-
experienced and may not always be aware of what they do not know, but that is
beside the point. Radical listening displaces hierarchical notions of expertise by
emphasizing difference and a desire to gain “new perspectives from the individuals
who come from a different locale in the social web of reality” (Kincheloe 2008, viii).
However inexperienced or fragmented, pre-service teachers’ reflections could be
seen as cases of “naming of the world,” which according to Freire (1972) is a pre-
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requisite of existence and an essential component of change. Such naming may
also represent an important step in the professional development of pre-service
music teachers (Rinholm, Fredriksen, and Onsrud 2023). As found in the
FUTURED sub-studies, naming and engaging in a continual dialogue is also im-
portant for the professional development of music teacher educators (Onsrud et al.
2022, Viig et al. 2023), and it is considered an essential dimension of changing
educational practices.

Changing Curricula

Questioning education inevitably brings about “questions of whose knowledge is
considered valuable, whether consciously or unconsciously, [and] the effect this
has on curriculum, assessment, and associated pedagogies” (Fautley 2021, 275).
An obvious issue pertaining to music teacher education curriculum is repertoire,
begging the question of the diversity of musical practices. The repertoires and
teaching practices of music teacher curricula in much of the Western world have a
historical foundation in classical music, an art form that by and large has been re-
garded as autonomous and “neutral,” even if it is predominantly practiced by the
white middle-class and reproduces its “classed values” (Bull 2019). Although pop-
ular music seems to have taken a hegemonic position in some parts of the world as
the main repertoire of school music education (Georgii-Hemming and Westvall
2010; Lindgren and Ericsson 2010), it can still be argued that music teacher edu-
cation curriculum suffers from a historical and cultural lag, failing to stay up-to-
date with current musical trends and the musical life of young people
(Christophersen and Gullberg 2017, Knudsen 2018).

Ideally, the various cultural groups making up the fabric of society should feel
represented in the curriculum, which rightfully raises concerns about representa-
tion and cultural belonging in the curricula of schools and teacher education. One
way of understanding curricular change, although a contested and simplified un-
derstanding, is taking measures to ensure diverse musical repertoires for a just
representation within the institutions. Still, curriculum is more than repertoire.
The vision articulated above implies an open and flexible curriculum that consid-
ers the complex nature of music education. A basic tenet of complexity in an edu-
cational context is the emergent nature of education: education is never finished
and never fixed, always emerging and developing (Cochran-Smith et al. 2015;
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Holdhus, Christophersen, and Partti 2022; Osberg, Biesta, and Cilliers 2008).
Considering existing knowledge as a beginning instead of an end, as a provocation
and invitation to invention rather than as a result (Ellsworth 2005), holds epis-
temic vulnerability as an ideal. Being open to not knowing implies vulnerability
because if one’s ideas and perspectives are invulnerable, learning is not needed
(Gilson 2013). Curriculum, then, should ideally turn “liquid”7; i.e., it should be con-
structed around “a constellation of uncertainties, such as negotiated assessment,
and open and flexible learning intentions” (Steils et al. 2015). As a FUTURED sub-
study showed, professional roles and notions of expertise may be put into play,
thus creating more liquid spaces within music teacher education. Such efforts,
however, will require intentionally disrupting established hierarchies and might
also be uncomfortable for the people involved (Christophersen, Holdhus, and
Kenny, in review).

Envisioning change in curriculum is perhaps easier than effecting it. Even if
curriculum and practices are connected, changes in one do not necessarily bring
about changes in another. Courses and curricula should ideally be closely con-
nected; however, as research shows, “principal modes of instruction (lecturing,
recitation, demonstration, seat work) continue to dominate despite the increasing
range of options that is being constructed” (Klette 2010, 1006). As Louis (2010, 18)
purports, educators’ interpretations and sensemaking will “determine whether
they engage in change, resistance, or simply ignore it” when confronted with new
practices.

Changing curriculum, therefore, entails more than a re-writing of steering doc-
uments. Not only is curriculum closely connected to educational practices, but cur-
ricula and practices are supported and held together by institutional regulations
and administrative practices regarding case management, handling exams, curric-
ula, and syllabi. However, based on ideals of fairness and equity, such administra-
tive routines may cement conservative pedagogies by requiring high levels of pre-
planning and predictability. The openness and flexibility outlined in the vision de-
scribed earlier in this article will necessarily be difficult to realize within meticu-
lous systems of documentation and quality control. Such systems are required
within an audit culture (Powell 2023), in which assessment is supposed to serve
documentation purposes rather than supporting learning. Assessment backwash,
then, creates a circularity between teaching and assessment (Fautley 2021, 283),
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in which curriculum and practices are determined by what is considered assessable
within neoliberal education systems.

Changing Society

One dimension of change that presents a step up from making changes in curricu-
lar documents is the potential of music teacher education to contribute to social
change. If one thinks of education as preparing people to live well in a good world
(Kemmis, McTaggart, and Nixon 2014), the connection between education and so-
cial change is obvious. Further, if people (such as the authors of this article) assume
that education plays a fundamental role in people’s lives and the fabric of commu-
nities and civic life, all educational programs will contribute to people’s lives and
living conditions.

Recent scholarly contributions argue that by working for equity and social jus-
tice in music practice, music education has a wider potential for promoting social
changes beyond the classroom or the music setting. Music educators can be under-
stood as social and political agents (Hess 2019; Schmidt 2019) who have the po-
tential and power to “put their creativity to work for pressing problems in the real
world, including mitigating poverty, disease, racial discrimination, human traffick-
ing, and so forth” (Elliott and Silverman 2019, 80). Jorgensen and Yob (2019) con-
sider educators as “agents of social change by profession” in so far that teaching
reading, writing, critical thinking, and music-making, to mention but a few skills,
can transform students, which may further impact relationships, power structures,
communities as well as future generations “as they build their lives and contribute
their new understandings and artifacts and attitudes to those around them” (21—
22).

Despite a growing awareness of music education’s social and political dimen-
sions, hitherto common justifications for music education are often articulated in
terms of music’s aesthetic qualities, individuals’ aesthetic experiences, emotional
growth, or self-improvement (Christophersen 2021, 69). Arguably, such rationales
for music education are important, but the field of music education has perhaps
too long focused on the aesthetic dimensions of music education, thus, according
to some, creating a naive, disinterested attitude that leads to the ignorance of
“world events and the systems that shape our society” (Hess 2018, 19).
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Findings from a national survey among Norwegian pre-service music teachers
(Nysaether, Christophersen, and Seetre 2021) show that issues like critical reflec-
tion, preparing for diversity, and creating awareness for 21st century challenges
(migration, globalization, climate change, etc.) are not typically promoted within
generalist music teacher programs in Norway. One can, however, hardly read the
pre-service teachers’ statements about the lack of social awareness within music
teacher education programs as a critique, as their statements about their future
teaching show a clear preference for school music as a respite and a space for mu-
sical appreciation and pupils’ wellbeing. Few respondents (11 percent) envisioned
their focus as school music teachers as bridging cultural differences; even fewer (5
percent) considered creating spaces for critical reflection and debate an important
future task (Nysaether, Christophersen and Seetre 2021, 44).

If one considers the Norwegian pre-service teachers as representatives of their
generation, as centennials,® one could perhaps expect a more obvious social aware-
ness. The most ethnically and diverse generation so far in history, growing up in a
world of conflict and economic hardship (Rue 2018), centennials are characterized
by a growing concern for inequality and social awareness, as well as a “shared
global passion for climate change” (Madden 2019, 44). However, the strong social
and global engagement, considered a general trait of this generation (Giray 2022),
does not come clearly through in the survey replies of the Norwegian pre-service
music teachers. It seems evident that they have been musically and educationally
shaped by an already skewed system whose inequalities and discourses are repro-
duced and reinforced within music teacher education programs (Nysather, Chris-
tophersen, and Satre 2021). Considering the pervasive aesthetic discourses and
traditions of music teacher education, it is perhaps likely that—apart from a gen-
eral social awareness—this generation of future music teachers do not associate
music with social issues and do not see how music education practices within
schools or teacher education could serve social purposes. Equally, it may be the
case that links between the musical and the social have never been made explicit
in their teacher education programs.

Coda: Critically Questioning the Rationale for Change

Drawing upon the findings from the FUTURED project, in this article we have en-
visioned and discussed change in music teacher education. While the purpose of
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education is commonly seen as preparing citizens for a life well lived in a world
worth living in (Kemmis, McTaggart, and Nixon 2014, 27), education is also a pow-
erful gatekeeper of opportunity and a distributor of life chances (Hargreaves 2005,
2). Acknowledging the importance of the continual improvement of education is
perhaps uncontroversial, but specifying what change entails could be more chal-
lenging. Previous research on educational change has provided generalizable rules,
such as the idea that practice changes before beliefs and that successful change
requires pressure and support (Hargreaves 2005). However, these are not univer-
sal truths. From a complexity perspective, for example, change can never be an
orderly process. Since education is considered emergent, self-organizing, and net-
worked, a structured approach might be futile. Change could be more a matter of
“hitting the problem from as many angles, levels and perspectives as possible”
(Mason 2008, 45), to try to generate momentum in a new direction.

In this article, several interrelated dimensions, such as values, traditions, de-
mographics, practices, curricula, and even society as a whole, have been high-
lighted. These dimensions of change are all linked and reliant upon each other. For
instance, greater diversity among the people studying music education will un-
doubtedly influence what is taught, how it is taught, and why it is taught. Thus, it
could lead to eventual curricular change and the decentering of music education
discourse. Such a process is slow, gradual, and likely dependent on structural and
political interventions.

There is a conceptual distinction between revolution and gradual transfor-
mation: the former denotes a sudden replacement of one dominant regime with
another, and the latter denotes a gradual and trickling process that also includes
an idea of stability in which some things have to stay the same for others to be
changed (Moss 2014). In reality, however, the distinction may not always be clear
when temporal dimensions are included in the equation: many institutions revise
their curricula and syllabi annually. Such minor adjustments could easily be un-
derstood as tinkering. Over a period of 20 years, however, the totality of such ad-
justments may well look like a major, even if gradual, change.

The need for change and questions of how significant this change should be
may not be evident to all stakeholders. While some may welcome change, others
may find it controversial or unnecessary. Considering, for example, cutbacks in re-
sources, teacher education reforms, or teaching during a pandemic, some might
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feel that further change is not warranted. Change represents uncertainty and un-
familiarity and “carries with it the possibility of inadvertent disaster” (Kratus 2015,
340). Therefore, advocating for change should also include ethical considerations
concerning representation: who is entitled to decide what and who needs to
change, and why?

We began this article with a normative claim for change within music teacher
education, which was followed by describing a vision of a music teacher education
program characterized by agency, co-construction, and collaboration. Such a vi-
sion may not appeal to all and could, if realized in this form, suppress the desired
diversity and complexity described within the vision itself. Rather than totalizing
blueprints, such visions should function as heuristic frameworks, providing narra-
tions of alternative realities and functioning as catalysts for change (Kertz-Welzel
2022; Viig et al. 2023). Educational change is a complex issue, and taking on
transformational processes may appear to be a mammoth task. Narrating
alternative realities may be a tangible way to start, as telling new stories may
challenge the existing world's inevitability, thus opening up new alternatives.

About the Authors

Catharina Christophersen is Professor of Music Education at the Western
Norway University of Applied Sciences. Previously a music teacher in compulsory
schools and municipal schools of music and performing art, she is now a teacher
educator. She was the principal investigator in the research project Music Teacher
Education for the Future (2019—2022). Her research areas include music in
schools, music teacher education, and creative partnerships, and she has a partic-
ular interest in issues of educational change, educational philosophy, research eth-
ics, and social justice. Her research is frequently presented in international
conferences and published in international journals and volumes.

José Luis Arodstegui is Professor of Music Education at the University of Gra-
nada, Spain. He is the coordinator of the SEJ-540 Music Education Research Lab
and PI1 of the ongoing research project, Transversality, Creativity and Inclusion
in School Music Projects: An Evaluative Research, funded by the Spanish Ministry
of Science and Innovation. He has also led and participated in other research pro-
jects, from which he has presented papers in relevant conferences and published
in indexed journals and publishing houses. He was a member of the International
Scientific Advisory Board of the FUTURED research project on music teacher ed-
ucation in Norway (2019—2022), funded by the Norwegian Research Council and
led by the Western Norway University of Applied Sciences.

Christophersen, Catharina, José Luis Aréstegui, Kari Holdhus, Ailbhe Kenny, Jan Sverre Knud-
sen, Monica Lindgren, Lauri Viakevi, and Tine Grieg Viig. 2023. Music teacher education for the
future: Reflections on change. Action, Criticism, and Theory for Music Education 22 (3): 7—40.
https://doi.org/10.22176/act22.3.7



Action, Criticism, and Theory for Music Education 22 (3) 28

Kari Holdhus is Professor of Music Education, Western Norway University of
Applied Sciences. Her research interests are relational pedagogy, dialogic musical
encounters, creative teaching and learning, and pedagogical improvisation. Kari
was a researcher in the project Improvisation in teacher education (IMTE 2011—
2016) about pedagogical improvisation. She led the innovation project on musi-
cian-teacher collaboration, School and Concert—From Transmission to Dialogue
(2017-2021), that developed alternative and dialogic encounters between musi-
cians, teachers, and pupils. Holdhus was a researcher in Music Teacher Education
for the Future (FUTURED 2019—2022), which explored potential change in Nor-
wegian general music teacher education. She chaired the Nordic Network for Mu-
sic Education Research 2019—2023 and co-hosted the conference Narrative
Inquiry in Music Education in Bergen, 2022.

Ailbhe Kenny is an Associate Professor of Music Education at Mary Immaculate
College, University of Limerick, Ireland. She is author of Communities of Musical
Practice (2016), co-editor of Musician-Teacher Collaborations: Altering the
Chord (2018), and Sonic Signatures: Music, Migration, and the City at
Night (2023). Ailbhe is a Fulbright Scholar, EURIAS fellow, Irish Research Council
Laureate and holds a PhD from the University of Cambridge. Ailbhe was a PI on
the HERA-funded NITE project (2019—22) and is currently PI on the IRC-
funded Music in the Intercultural School: Uncovering Spaces for Agency and Be-
longing (2022—26).

Jan Sverre Knudsen is professor of music at Oslo Metropolitan University, Fac-
ulty of Education and International Studies. He has a background as a social
worker, music therapist, and music educator. His research interests are related to
various sub-disciplines of current musicology: music therapy, ethnomusicology,
music education, and the sociology of music. Underlying his work is an interest in
understanding the many ways in which the practice of music is made meaningful
and powerful—as an emblem of identity, as a tool for building group solidarity, or
as spontaneous improvised communication between children. Knudsen has pub-
lished widely on the role of musical practices in immigrant communities, amateur
hip-hop performers, intercultural concert promotion in schools, and issues related
to nationality and ethnicity in music education.

Monica Lindgren is Professor in Music Education and head of research and
postgraduate education within music and arts education at the Academy of Music
and Drama. In 2006, she received her PhD in Music Education from University of
Gothenburg. Prof Lindgren has been active in many research projects, focusing on
aesthetic practices and music education in schools, cultural schools, and higher
education. Her research interests include issues of power, discourse, identity, and
knowledge formation in artistic pedagogical practices, utilizing perspectives from
social and critical theories to understand conditions and opportunities for people's

Christophersen, Catharina, José Luis Aréstegui, Kari Holdhus, Ailbhe Kenny, Jan Sverre Knud-
sen, Monica Lindgren, Lauri Viakevi, and Tine Grieg Viig. 2023. Music teacher education for the
future: Reflections on change. Action, Criticism, and Theory for Music Education 22 (3): 7—40.
https://doi.org/10.22176/act22.3.7



Action, Criticism, and Theory for Music Education 22 (3) 29

teaching and learning within the arts. She has published in several academic jour-
nals and books and has an extensive experience of working as investigator and ex-
pert for the Swedish government and the Swedish National Agency for Education.

Lauri Vakevii is currently working as a Professor of Didactics of Crafts and Arts
at the University of Helsinki, Finland. His research interests cover crafts and arts
education with a special focus on music education, as well as popular culture, ed-
ucational philosophy, instructional technology, and sociology of education. He has
published and lectured widely in these fields.

Tine Grieg Viig is an Associate Professor at the Western Norway University of
Applied Sciences. She is currently working as a Postdoctoral Fellow in the Music
Teacher Education for the Future (FUTURED) project, funded by the Norwegian
Research Council. As a researcher and teacher, she is particularly interested in cre-
ative music making, critical music pedagogy approaches, and exploring how digital
tools can provide new access points for music education in the 21st century.

References

Advisory Panel for Teacher Education. 2020. Transforming Norwegian teacher
education: The final report for the International Advisory Panel for
primary and lower secondary teacher education. Norwegian Agency for
Quality Assurance In Education (NOKUT).
https://www.nokut.no/globalassets/nokut/rapporter/ua/2020/transformin
g-norwegian-teacher-education-2020.pdf

Arostegui, José Luis, and Antonio Fernandez-Jiménez. 2023. Music education in-
structors’ perceptions about pre-service music teacher education in Spain.
International Journal of Music Education.
https://doi.org/10.1177/025576142311883

Arostegui, José Luis. 2011. Educating music teachers for the 21st century. Sense.

Arostegui, José Luis, and Edith Cisneros-Cohernour. 2010. Reflexiones en torno
a la formacidn del profesorado de miusica a partir del analisis documental de
los planes de estudio en Europa y América Latina. Profesorado: Revista de
curriculum y formacion del profesorado 14 (2): 179—89.
http://www.ugr.es/local /recfpro/revi4g2ART14.pdf

Austin, James R. 2021. On demographics, diversity, and democracy. Journal of
Music Teacher Education 30 (2): 6-9.

https://doi.org/10.1177/1057083721995

Christophersen, Catharina, José Luis Aréstegui, Kari Holdhus, Ailbhe Kenny, Jan Sverre Knud-
sen, Monica Lindgren, Lauri Viakevi, and Tine Grieg Viig. 2023. Music teacher education for the
future: Reflections on change. Action, Criticism, and Theory for Music Education 22 (3): 7—40.
https://doi.org/10.22176/act22.3.7



Action, Criticism, and Theory for Music Education 22 (3) 30

Bauman, Zygmunt. 2000. Liquid modernity. Polity Press.

Benedict, Cathy, and Patrick Schmidt. 2007. From whence justice? Interrogating
the improbable in music education. Action, Criticism, and Theory for Music
Education 6 (4): 21—42. http://act.maydaygroup.org/articles/Benedict_
Schmidt6_4.pdf

Benedict, Cathy. 2015. What do we think we know? In The Oxford Handbook of
Social Justice in Music Education, edited by Cathy Benedict, Gary Spruce,
Patrick Schmidt, and Paul Woodford, 257—71. Oxford University Press.

Bjernevoll, Silje M. 2022. “We never got to try that experience of total chaos”:
Exploring preservice music teachers’ agency in teaching practicum. Journal
of Music Teacher Education 32(3): 57—70.

https://doi.org/10.1177/10570837221137075

Boler, Megan. 1999. Feeling power: Emotions and education. Routledge.

Bowman, Wayne. 2007. Who is the “we”? Rethinking professionalism in music
education. Action, Criticism, and Theory for Music Education 6 (4): 109—
131. http://act.maydaygroup.org/articles/Bowman6_ 4.pdf

Bull, Anna. 2019. Class, control and classical music. Oxford University Press.

Burner, Tony. 2018. Why is educational change so difficult and how can we make
it more effective? Forskning og forandring 1 (1): 122—34.
https://doi.org/10.23865/fof.v1.1081

Bylica, Kelly, and Patrick Schmidt. 2021. Crossing borders and taking risks:
Supporting the music educator as policy practitioner. Arts Education Policy
Review. https://doi.org/10.1080/10632913.2021.1955424

Christophersen, Catharina, and Anna-Karin Gullberg. 2017. Popular music
education, participation and democracy. Some Nordic perspectives. In The
Routledge research companion to popular music education, edited by
Gareth Dylan Smith, Zack Moir, Matt Brennan, Shara Rambarran, and Phil
Kirkman, 425-37. Routledge.

Christophersen, Catharina, Kari Holdhus, and Ailbhe Kenny. In review. Third
space moments: Exploring a university-school partnership through
collaborative action research.

Christophersen, Catharina, José Luis Aréstegui, Kari Holdhus, Ailbhe Kenny, Jan Sverre Knud-
sen, Monica Lindgren, Lauri Viakevi, and Tine Grieg Viig. 2023. Music teacher education for the
future: Reflections on change. Action, Criticism, and Theory for Music Education 22 (3): 7—40.
https://doi.org/10.22176/act22.3.7



Action, Criticism, and Theory for Music Education 22 (3) 31

Christophersen, Catharina. 2021. Educating music teachers for the future: The
crafts of change. In Music education as craft: Reframing theories and
practices, edited by Kari Holdhus, Regina Murphy and Magne Espeland, 63—

74. Springer.

Chouliaraki, Lilie, and Norman Fairchlough. 1999. Discourse in late modernity:
Rethinking critical discourse analysis. Edinburgh University Press.

Cochran-Smith, Marilyn, Ana Maria Villegas, Linda Abrams, Laura Chavez-
Moreno, Tammy Mills, and Rebecca Stern. 2015. Critiquing teacher
preparation research: An overview of the field, part I1. Journal of Teacher
Education 166 (2): 109—121. https://doi.org/10.1177/0022487114558

Coppola, William J., and Donald M. Taylor. 2022. Cultural humility in music
teacher education: Toward transformative dialogues on power, privilege, and
social (in)equity. Action, Criticism, and Theory for Music Education 21 (1):
110—141. https://doi.org/10.22176/act21.1.110

Culp, Mara E., and Karen Salvador. 2021. Music teacher education program
practices: Preparing teachers to work with diverse learners. Journal of Music
Teacher Education 21(1): 5—64, https://doi.org/10.1177/1057083720984

DeLorenzo, Lisa C., and Marissa Silverman. 2016. From the margins: The
underrepresentation of Black and Latino students/teachers in music
education. Visions of Research in Music Education 27: 1—40.
https://opencommons.uconn.edu/vrme/vol27/iss1/3

Downes, Stephen. 2019. Recent work in connectivism. European Journal of
Open, Distance and E-Learning 22 (2): 113—32.

Elliott, David, and Marissa Silverman. 2019. Change in music teacher education:
A philosophical view. In The Oxford Handbook of Preservice Music Teacher
Education in the United States, edited by Colleen Conway, Kirsten
Pellegrino, Anne Marie Stanley, and Chad West, 67—84. Oxford University
Press.

Ellis, Viv, Mariana Souto-Manning, and Keith Turvey. 2019. Innovation in
teacher education: Towards a critical re-examination. Journal of Education
for Teaching 45 (1): 2—14. https://doi.org/10.1080/02607476.2019.1550602

Ellsworth, Elizabeth. 2005. Places of learning. Media, architecture, pedagogy.
Routledge.

Christophersen, Catharina, José Luis Aréstegui, Kari Holdhus, Ailbhe Kenny, Jan Sverre Knud-
sen, Monica Lindgren, Lauri Viakevi, and Tine Grieg Viig. 2023. Music teacher education for the
future: Reflections on change. Action, Criticism, and Theory for Music Education 22 (3): 7—40.
https://doi.org/10.22176/act22.3.7



Action, Criticism, and Theory for Music Education 22 (3) 32

Elpus, Kenneth. 2015. Music teacher licensure candidates in the United States: A
demographic profile and analysis of licensure examination scores. Journal of
Research in Music Education 63 (3): 314—35.
https://doi.org/10.1177/0022429415602

Fautley, Martin. 2021. Curriculum and assessment in the secondary school in
England: The sociology of musical status. In The Routledge Handbook to
Sociology of Music Education, edited by Ruth Wright, Geir Johansen,
Panagiotis Kanelloupoulos, and Patrick Schmidt, 275—87. Routledge.

Ferm Thorgersen, Cecilia, Geir Johansen, and Marja-Leena Juntunen. 2016.
Music teacher educators’ visions of music teacher preparation in Finland,
Norway, and Sweden. International Journal of Music Education 34 (1): 49—

63. https://doi.org/10.1177/0255761415584300

Fredriksen, Bendik, Silje V.Onsrud, Hanne Rinholm, and Judy Lewis. 2023. Who
takes part in participation? Challenges to empowering student voice in music
teacher education. Music Education Research 25 (3): 253—68.
https://doi.org/10.1080/14613808.2023.2210159

Freire, Paulo. 1972. Cultural action for freedom. Penguin Books.

Georgii-Hemming, Eva, and Maria Westvall. 2010. Music education—a personal
matter? Examining the current discourses of music education in Sweden.
British Journal of Music Education 27 (1): 21—33.
https://doi.org/10.1017/S0265051709990179

Gilson, Erinn. 2013. The ethics of vulnerability: A feminist analysis of social life
and practice. Routledge.

Giray, Louie. 2022. Meet the centennials: Understanding the Generation Z
students. International Journal of Sociologies and Anthropologies Science
Reviews 2 (4): 9—18. https://doi.org/10.14456/jsasr.2022.26

Goodwin, A. Lin, Laura Smith, Mariana Souto-Manning, Ranita Cheruvu, Mei
Ying Tan, Rebecca Reed, and Lauren Taveras. 2014. What should teacher
educators know and be able to do? Perspectives from practicing teacher
educators. Journal of Teacher Education 65 (4): 284—302.
https://doi.org/10.1177/00224871145352

Green, Lucy. 2021. Foreword. In The Routledge handbook to sociology of music
education, edited by Ruth Wright, Geir Johansen, Panagiotis A.
Kanellopoulos, and Patrick Schmidt, xxiv—xxv. Routledge.

Christophersen, Catharina, José Luis Aréstegui, Kari Holdhus, Ailbhe Kenny, Jan Sverre Knud-
sen, Monica Lindgren, Lauri Viakevi, and Tine Grieg Viig. 2023. Music teacher education for the
future: Reflections on change. Action, Criticism, and Theory for Music Education 22 (3): 7—40.
https://doi.org/10.22176/act22.3.7



Action, Criticism, and Theory for Music Education 22 (3) 33

Hargreaves, Andy. 2005. Introduction: Pushing the boundaries of educational
change. In Extending educational change: International handbook of
educational change, edited by Andy Hargreaves, 1—14. Springer.

Hargreaves, Andy, Ann Lieberman, Michael Fullan, and David Hopkins. 2010.
Second international handbook of educational change. Springer.

Hess, Juliet. 2018. Equity and music education: Euphemisms, terminal naivety,
and whiteness. Action, Criticism, and Theory of Music Education 16 (3): 15—
47. http://act.maydaygroup.org/articles/Hess16_3.pdf

Hess, Juliet. 2019. Music education for social change: Constructing an activist
music education. Routledge.

Hewitt, Michael P., and Linda K. Thompson. 2006. A survey of music teacher
educators' professional backgrounds, responsibilities and demographics.
Bulletin of the Council for Research in Music Education 170: 47—61.
http://www.jstor.org/stable/40319348

Holdhus, Kari, Catharina Christophersen, and Heidi Partti. 2022. Soundtrapped?
Socio-material perspectives on collaborative teaching within the music
classroom. Research Studies in Music Education.
https://doi.org/10.1177/1321103X221115978

Jacobsen, Michael Hviid, and Keith Tester. 2012. Utopia: Social theory and the
future. Ashgate.

Jorgensen, Estelle, and Iris Yob. 2019. Metaphors for a change: A conversation
about images of music education and social change. The Journal of Aesthetic
Education 53 (2): 19—39.
https://www.jstor.org/stable/10.5406/jaesteduc.53.2.0019

Kallio, Alexis. 2021. Difference and division in music education. Routledge.

Kemmis, Stephen, Robin McTaggart, and Rhonda Nixon. 2014. The action
research planner: Doing critical participatory action research. Springer.

Kenny, Ailbhe. 2018. Exploring student learning and leadership through a
university-community choral initiative. British Journal of Music Education
35 (2): 203—216. https://doi.org/10.1017/S0265051717000286

Kenny, Ailbhe 2017. Beginning a journey with music education: Voices from pre-
service primary teachers. Music Education Research 19 (2): 111—22.
https://doi.org/10.1080/14613808.2015.1077801

Christophersen, Catharina, José Luis Aréstegui, Kari Holdhus, Ailbhe Kenny, Jan Sverre Knud-
sen, Monica Lindgren, Lauri Viakevi, and Tine Grieg Viig. 2023. Music teacher education for the
future: Reflections on change. Action, Criticism, and Theory for Music Education 22 (3): 7—40.
https://doi.org/10.22176/act22.3.7



Action, Criticism, and Theory for Music Education 22 (3) 34

Kertz-Welzel, Alexandra. 2022. Rethinking music education and social change.
Oxford University Press.

Kincheloe, Joe L. 2008. Knowledge and critical pedagogy: An introduction.
Springer.

Klette, Kirsti. 2010. Blindness to change within processes of spectacular change?
What do educational researchers learn from classroom studies? In Second
international handbook of eduacational change, edited by Andy Hargreaves,
Ann Lieberman, Michael Fullan, and David Hopkins, 1001—1015. Springer.

Knudsen, Jan Sverre, and Silje Valde Onsrud. 2023. Ideology, selective tradition,
and naturalization in the music teacher education curriculum. Nordic
Research in Music Education 4: 1—22.
https://doi.org/10.23865/nrme.v4.4161

Knudsen, Jan Sverre. 2021. Arts for children, cultural diversity and the
production of difference. Nordic Journal of Art and Research 10 (2): 1—15.
https://doi.org/10.7577/information.3998

Knudsen, Jan Sverre. 2018. Sangkanon i skola och forskola. In Skapande och
integration i ungas liv, edited by Ylva Hofvander Trulsson and Maria
Westvall, 121—36. Studentlitteratur AB.

Kratus, John. 2015. The role of subversion in changing music education. In Music
education: Navigating the future, edited by Clint Randles, 340—46.
Routledge.

Ladson-Billings, Gloria. 2006. From the achievement gap to the education debt:
Understanding achievement in US schools. Educational Researcher 35 (7):
3—12. https://doi.org/10.3102/0013189X035007003

Laes, Tuulikki, and Heidi Westerlund. 2018. Performing disability in music
teacher education: Moving beyond inclusion through expanded
professionalism. International Journal of Music Education 36 (1): 34—46.

https://doi.org/10.1177/0255761417703782

Lewis, Judy, and Catharina Christophersen. 2021. Frontiers of difference: A duo-
ethnographic study of social justice in music education. Music Education
Research 23 (1): 90—104. https://doi.org/10.1080/14613808.2021.1887114

Christophersen, Catharina, José Luis Aréstegui, Kari Holdhus, Ailbhe Kenny, Jan Sverre Knud-
sen, Monica Lindgren, Lauri Viakevi, and Tine Grieg Viig. 2023. Music teacher education for the
future: Reflections on change. Action, Criticism, and Theory for Music Education 22 (3): 7—40.
https://doi.org/10.22176/act22.3.7



Action, Criticism, and Theory for Music Education 22 (3) 35

Lindgren, Monica, and Claes Ericsson. 2010. The rock band context as discursive
governance in music education in Swedish schools. Action, Criticism and
Theory for Music Education 9 (3): 32—54.
http://act.maydaygroup.org/articles/Lindgreng_ 3.pdf

Louis, Karen S. 2010. Better schools through better knowledge? New
understanding, new uncertainty. In Second international handbook of
educational change, by Andy Hargreaves, Ann Lieberman, Michael Fullan,
and David Hopkins, 3—27. Springer.

Madden, Claire. 2019. Hello Gen Z: Engaging the generation of post-millenials.
Hello Clarity.

Mason, Mark. 2008. Complexity theory and the philosophy of education.
Educational Philosophy and Theory 40 (1): 4—18.
https://doi.org/10.1111/j.1469-5812.2007.00412.X

McNiff, Jean. 2017. Action research: All you need to know. Sage.

Moore, Shannon. 2018. Radical listening: Transdiscplinarity, restorative justice
and change. World Futures 74 (7—-8): 471—89.
https://doi.org/10.1080/02604027.2018.1485436

Moss, Peter. 2014. Transformative change and real utopias in early childhood
education: A story of democracy, experimentation and potentiality.
Routledge.

Niknafs, Nasim. 2017. “Ma’am! You're being randomly checked”: A music
education terrorized. Action, Criticism, and Theory for Music Education 16
(3): 48—77. https://doi.org/10.22176/act16.3.48

Noffke, Susan. 1997. Professional, personal, and political dimensions of action
research. Review of Research in Education 22: 305—343.
https://doi.org/10.3102/0091732X022001305

Noffke, Susan, and Bridget Somekh. 2009. The SAGE handbook of educational
research. Sage.

Nysather, Eyolf T., Catharina Christophersen, and Jon Helge Satre. 2021. Who
are the music student teachers in Norwegian generalist teacher education? A
cross-sectional survey. Nordic Research in Music Education 2 (2): 28—47.
https://doi.org/10.23865/nrme.v2.2988

Christophersen, Catharina, José Luis Aréstegui, Kari Holdhus, Ailbhe Kenny, Jan Sverre Knud-
sen, Monica Lindgren, Lauri Viakevi, and Tine Grieg Viig. 2023. Music teacher education for the
future: Reflections on change. Action, Criticism, and Theory for Music Education 22 (3): 7—40.
https://doi.org/10.22176/act22.3.7



Action, Criticism, and Theory for Music Education 22 (3) 36

Onsrud, Silje V., Bendik Fredriksen, Hanne Rinholm, and Monica Lindgren.
2022. The multiplicity of preservice music teachers’ positioning in a
participatory action research project. Research Studies in Music Education.
https://doi.org/10.1177/1321103X221089838

Onsrud, Silje V., and @ystein R. Kvinge. 2023. Ideological processes and
discursive tensions in Norwegian music teacher education. Cogent Education
10 (2): 1—20. https://doi.org/10.1080/2331186X.2023.2259740

Osberg, Deborah, Gert Biesta, and Paul Cilliers. 2008. From representation to
emergence: Complexity's challenge to the epistemology of schooling.
Educational Philosophy and Theory 40 (1): 213—27.
https://doi.org/10.1111/j.1469-5812.2007.00407.X

Powell, Sean. 2023. Combating the audit culture in music teacher education.
Journal of Music Teacher Education 32 (2): 10—12.
https://doi.org/10.1177/1057083722114806

Putman, S. Michael, and Tracy Rock. 2018. Action research: Using strategic
inquiry to improve teaching and learning. Sage.

Rincon-Gallardo, Santiago. 2020. Educational change as social movement: An
emerging paradigm from the Global South. Journal of Educational Change
21: 467—77. https://doi.org/10.1007/s10833-020-09374-3

Rinde, Felicity B., and Ailbhe Kenny. 2021. Music in the school life of newly
arrived migrant children: Potential paths to participation and belonging.
Music Education Research 23(5): 622—33.
https://doi.org/10.1080/14613808.2021.1993165

Rinholm, Hanne, Bendik Fredriksen, and Silje V. Onsrud. 2023. Critical
reflection in music teacher education: Contradictions and dilemmas in
theory, policy, and practice. Action, Criticism, and Theory for Music
Education 22 (3): 41—71. https://doi.org/10.22176/act22.3.41

Rittel, Horst W. J., and Melvin M. Webber. 1973. Dilemmas in a general theory of
planning. Policy Sciences 4: 155—69.

Rowan, Leonie, Terri Bourke, Lyra L'Estrange, Jo Lunn Brownlee, Mary Ryan,
Susan Walker, and Peter Churchward. 2021. How does initial teacher
education research frame the challenge of preparing future teachers for
student diversity in schools? A systematic review of literature. Review of
Educational Research 91 (1): 112—58.
https://doi.org/10.3102/0034654320979171

Christophersen, Catharina, José Luis Aréstegui, Kari Holdhus, Ailbhe Kenny, Jan Sverre Knud-
sen, Monica Lindgren, Lauri Viakevi, and Tine Grieg Viig. 2023. Music teacher education for the
future: Reflections on change. Action, Criticism, and Theory for Music Education 22 (3): 7—40.
https://doi.org/10.22176/act22.3.7



Action, Criticism, and Theory for Music Education 22 (3) 37

Rue, Penny. 2018. Make way, Millennials, here comes Gen Z. About Campus 23
(2): 5—12. https://doi.org/10.1177/1086482218804251

Rusinek, Gabriel, and José-Louis Aréstegui. 2015. Educational policy reforms
and the politics of music teacher education . In The Oxford handbook of
social justice in music education, edited by Cathy Benedict, Patrick Schmidt,
Gary Spruce and Paul Woodford, 78—90. Oxford University Press.

Sandberg-Jurstrom, Ragnhild, Monica Lindgren, and Olle Zandén. 2021. A
Mozart concert or three simple chords? Limits for approval in admission
tests for Swedish specialist music teacher education. In Higher education as
context for music pedagogy research, edited by Elin Angelo, Jens Knigge,
Morten Sather, and Wenche Waagen, 19—40. Cappelen Damm Akademisk.
https://doi.org/10.23865/noasp.119.ch1

Sandberg-Jurstrom, Ragnhild, and Monica Lindgren. 2022. Mapping the
applicants’ learnability: A discourse analysis of assessors’ talk of admission
tests for Swedish specialist music teacher education. Music Education
Research 24 (5): 599—610.
https://doi.org/10.1080/14613808.2022.2098263

Sannino, Annalisa. 2022. Transformative agency as warping: How collectives
accomplish change amidst uncertainty. Pedagogy, Culture & Society 30 (1):
9—33. https://doi.org/10.1080/14681366.2020.1805493

Schmidt, Patrick. 2019. Policy as practice: A guide for music educators. Oxford
University Press.

Siemens, George. 2005. Connectivism: A learning theory for the digital age.
International Journal of Instructional Technology and Distance Learning 2
(1). http://www.itdl.org/Journal/Jan_o5/articleo1.htm

Smeyers, Paul, and Marc Depaepe. 2016. Change and discourse. In Educational
research: Discourse of change and changes of discourse, edited by Paul
Smeyers and Marc Depaepe, 1—8. Springer.

Sojot, Amy N. 2018. Pedagogical possibilities of becoming and the transitional
space. Policy Futures in Education, 893—905.

Statistics Norway. 2023a. Students in higher education.
https://www.ssb.no/en/utdanning/hoyere-utdanning/statistikk /studenter-i-
universitets-og-hogskoleutdanning

Christophersen, Catharina, José Luis Aréstegui, Kari Holdhus, Ailbhe Kenny, Jan Sverre Knud-
sen, Monica Lindgren, Lauri Viakevi, and Tine Grieg Viig. 2023. Music teacher education for the
future: Reflections on change. Action, Criticism, and Theory for Music Education 22 (3): 7—40.
https://doi.org/10.22176/act22.3.7



Action, Criticism, and Theory for Music Education 22 (3) 38

Statistics Norway 2023b. Immigrants and Norwegian-born to immigrant par-
ents. https://www.ssb.no/en/befolkning/innvandrere/statistikk/innvan-
drere-og-norskfodte-med-innvandrerforeldre

Stavrou, Natassa E., and Lorraine O'Connell. 2022. Music teachers at the
crossroads: Navigating the curriculum as plan and lived. Music Education
Research 24 (2): 166—79. https://doi.org/10.1080/14613808.2022.2038109

Steils, Nicola, Gemma Tombs, Matt Mawer, Maggi Savin-Baden, and Katherine
Wimpenny. 2015. Implementing the liquid curriculum: The impact of virtual
world learning on higher education. Technology, Pedagogy and Education
24 (2): 155—70. https://doi.org/10.1080/1475939X.2014.959454

Sugrue, Ciaran, Elena Samonova, Daniel Capistrano, Dympna Devine, Seaneen
Sloan, Jennifer Symonds, and Aimee Smith. 2023. Anatomy of an
educational change: The safe learning model, Sierra Leone. Journal of
Educational Change 24: 631—57. https://doi.org/10.1007/s10833-022-

09461-7

Setre, Jon Helge. 2014. Preparing generalist student teachers to teach music: A
mixed-methods study of teacher educators and educational content in
generalist teacher education music courses. PhD diss., Norwegian Academy
of Music.

Vikeva, Lauri, Heidi Westerlund, and Leena Ilmola-Sheppard. 2017. Social
innovations in music education: Creating institutional resilience for
increasing social justice. Action, Criticism, and Theory for Music Education
16 (3): 129—47. https://doi.org/10.22176/act16.3.129

Viig, Tine Grieg, Silje Valde Onsrud, Judy Lewis, Catharina Christophersen, and
Qystein R. Kvinge. 2023. Developing visions for the future. A reflection on
utopias in music teacher education. Visions of Research in Music Education
41 (1): 1—17. https://opencommons.uconn.edu/vrme/vol41/iss1/2

Westerlund, Heidi, and Helena Gaunt. 2021. Expanding professionalism in
music and higher music education—A changing game. Routledge.

Westerlund, Heidi, and Sidsel Karlsen. 2017. Knowledge production beyond local
and national blindspots: Remedying professional ocularcentrism of diversity
in music teacher education. Action, Criticism and Theory for Music
Education 16 (3): 78—107. https://doi.org/10.22176/act16.3.78

Christophersen, Catharina, José Luis Aréstegui, Kari Holdhus, Ailbhe Kenny, Jan Sverre Knud-
sen, Monica Lindgren, Lauri Viakevi, and Tine Grieg Viig. 2023. Music teacher education for the
future: Reflections on change. Action, Criticism, and Theory for Music Education 22 (3): 7—40.
https://doi.org/10.22176/act22.3.7



Action, Criticism, and Theory for Music Education 22 (3) 39

Zamorano-Valenzuela, Felipe Javier, José Luis Arostegui, and Martin C.
Gonzéalez. 2022. Dualidades y contradicciones en los planes de estudios de
formacion del profesorady de Miusica. De la reproduccion econémica acritica
a la justicia social. LEEME, 1-15. https://doi.org/10.7203/LEEME.49.17696

Zamorano-Valenzuela, Felipe Javier, and Rosa M. Serrano. 2022. Approaching
innovation in music teacher education for secondary education: The case of
Spain. Arts Education Policy Review.
https://doi.org/10.1080/10632913.2022.2076269

Zembylas, Michalinos, and Elena Papamichael. 2017. Pedagogies of discomfort
and empathy in multicultural teacher education. Intercultural Education 28
(1): 1—19. http://dx.doi.org/10.1080/14675986.2017.1288448

Notes

1 This content-orientation might be changing in some countries. In Finland and
Norway, for example, reforms in teacher education have resulted in an increased
focus on pedagogical qualifications and teaching experience when recruiting and
promoting faculty.

2 The term “music teacher education” is equivocal. In Norway, it could mean the
qualification of both specialist and generalist music teachers, as well as a year of
undergraduate teacher training on top of a music performance degree.

3 The integrated master’s degree means that teacher education no longer leads to
a bachelor’s degree. The pre-service teachers are master students from the very
beginning and for five whole years. The five-year degree is formally divided into a
“cycle 17 and a “cycle 2,” where the latter has a stronger focus on research and on
the master’s thesis. For a more comprehensive description of Norwegian teacher
education, see Advisory Panel for Teacher Education (2020)

https://www.nokut.no/globalassets/nokut/rapporter/ua/2020/transforming-

norwegian-teacher-education-2020.pdf

4 The project was organized in three work packages, each including two sub-
studies. Each work package had dedicated international guest researchers. An
international scientific advisory board was also involved across work packages
and sub-studies. The participants had different roles during the project: Eight
researchers at two Norwegian institutions were actively involved in data
generation, five international guest researchers participated actively in data
analysis as well as article writing. The four scientific advisory board members
took part in discussions of overall findings and implications, as well as of
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methodological, conceptual, and theoretical issues. The eight authors of this
article come from five different countries and had different roles in the project: as
researchers, guest researchers, and scientific advisory board members.

5 For more information about the methodological issues in the project, see our
website https://prosjekt.hvl.no/futured/. For an elaboration of action research
methodology in the project, see Christophersen, Holdhus and Kenny in review;
Fredriksen et al. 2023, Holdhus, Christophersen, and Partti 2022, Onsrud et al.
2022.

6 Nordic governments and educational systems share a history of oppressing
Indigenous minorities (e.g., the Sdmi people), a history that has also been
reflected in music education. One possible explanation for the absence of open
confrontation with the past in Nordic music education policy could be that past
oppressive politics and practices have aimed to assimilate the cultural
perspectives of these minorities.

7 “Liquid curriculum” (Steils et al. 2015) is a term inspired by Bauman’s (2000)
idea of liquid modernity.

8 Also known as Generation Z, Zoomers, Post-millennials, or the iGeneration, this
age group (born 1997—2012) succeeds the Millennials (1981-1996).
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