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In this last chapter we will discuss some of our considerations about how the 
results of our single studies connect to the overarching research question:

How can student music teachers’ learning, and the relevance of music 
teacher education, be described within the relations between the institu-
tion, the practicum and the professional arena, and all in the frames of a 
multicultural society?

By looking back at the chapters of this anthology, along with drawing 
on other insights that were developed within the single studies of the 
MUPP project, we will relate our considerations to some implications and 
challenges for future music teacher education that have emerged in the 
project. We found that these implications and challenges confront music 
teacher education with problems of how best to: relate to the society; 
select content; enhance learning and competence development; promote 
identity formation; conceive music teaching as a profession; and identify 
needs for future studies. 

Relating to the Society

Among the characteristics of a contemporary, multicultural society are the 
multiple ways in which people learn and relate to music. This multiplicity 
of musical relations and cultures presupposes and entails music teaching as 
an expanding and differentiated vocational field. Correspondingly, the edu-
cation of music teachers must increase its many-sidedness, and its ability 
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to prepare student teachers for a future wherein continuous competence 
adjustments, including increased knowledge and experience with multicul-
tural contexts, are necessary. 

The challenges that are raised in these ways must be handled within 
existing political frameworks, since the structures within which music 
teacher education operates and finds room for action are constructed by 
the authorities who prioritise and carry out educational politics. We hold 
that music teacher educators should make efforts to utilize the possibili-
ties of existing frameworks in order to make for the best education pos-
sible, along with simultaneously criticizing those frames constructively 
with the aim to enact improvements and changes. Such critical-constructi-
ve endeavours are also necessary to being capable of adapting to future 
societal and cultural, as well as political changes. By maintaining a ba-
lance between social maintenance and criticism, music teacher educators 
contribute to the continuous and vital dynamics of society, as well as to 
education itself, along with contributing to qualify student teachers in 
critical-constructive thinking. Closely linked with this are music teacher 
educators’ and music teachers’ ways of conceiving their general obligation 
to act as responsible, constructively critical citizens who participate in so-
ciety by making the best of the present conditions whilst always aiming 
for something better. 

Selecting the Content

Turning now from societal perspectives to the inside of music teacher edu-
cation, the content of this education can be construed in various ways on 
the institutional as well as the subject/course level. At both these levels the 
content can be organised variously, entailing different learning experien-
ces and outcomes for student music teachers. 

On the institutional level educational content can be thought to inclu-
de the body of subjects and courses that student teachers are expected to 
follow, as described in the relevant, formal curricula. At this level the se-
lection of content is related to the organisational choices that institutions 
make. Our findings herein have suggested that such decisions must be 
deliberate but still flexible. The selection of content should aim to arrive 
at a meaningful collection of subject matter as well as enhancing fruitful 
connections between the various courses and the practicum. Such con-
nections have been made in the MUPP project with respect to promoting 
deep learning. 
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Significant insights about the institutional organization of the practi-
cum have been introduced by questioning the views and notions of ‘prac-
tice’. Firstly, the common notion that student teachers are best organised 
in small groups in the practicum, which is manifested in the formal cur-
riculum1, had to be discussed. The student teachers’ learning would profit 
from varying the group size according to the learning aims and the qu-
estion about the student teachers’ progress of their studies. In addition, 
the context and location of a particular practicum period would have to 
be considered, for it is clear that teaching in a primary school in Norway 
is very different from teaching in a Palestinian refugee camp in Lebanon. 
By participating in groups of various sizes, student teachers acquire ideas 
about how to organise their future professional activities. Secondly, rather 
than trying to represent the breadth and complexity of the labour market, 
it has seemed most effective to select arenas that would enable signifi-
cant experiences in student teachers. This contributes to reach practicum 
goals, such as significant learning experiences and professional develop-
ment, as well as increasing student teachers’ motivation for the music 
teacher vocation. The concept ‘high-leverage practices’ (Lampert, 2010; 
Brøske Danielsen, this volume) could fruitfully be redefined from descri-
bing practices with significance for, say, how primary school children le-
arn, to designate the degree of the practicum’s impact on student music 
teachers’ professional development. Possibilities for sharing experiences 
between student music teachers and their practicum supervisors have 
been reported to have a significant effect on achieving this. Furthermore, 
the practicum needs to be perceived by student music teachers, as well as 
their lecturers and professors, as an educational subject in line with the 
rest of the courses at the institution. Hence, the structure of the practicum 
should be described like any other course with respect to clear goals, the 
components of its content, and the directions of assessment. 

The Musikdidaktik courses that the student music teachers attended 
were expected to provide a hub for music teacher education as a whole, 
because all the knowledge and experience of music teacher education me-
ets in such courses. This opens up the possibility for Musikdidaktik co-
urses to maintain a mediating function between the remote practicum 
and the rest of the courses at the institution, thereby constituting the 
ground for student teachers’ reflections on moving from earlier, norma-

1 Curriculum plan for Bachelor’s degree programme in music teacher education, NAM 
http://nmh.studiehandbok.no/nmh/Studiehaandboeker/Studiehaandbok-2011–12/Stu-
dier/Bachelornivaastudier/KAMP-Kandidatstudiet-i-musikkpedagogikk
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tive teaching principles to a descriptive-analytic, research and reflection 
model in their practicum . 

On the course/subject level the content can be seen as the content of 
those courses, including such issues as multiculturalism, the legitimation 
of music education, and the Orff ‘method’. At this level, the selection of 
content was seen to be important to student music teachers’ identity and 
their deep versus surface learning. Although parts of the content seemed 
irrelevant to the future professional role and the identities that the student 
teachers envisaged for themselves, the risk of surface learning increased. 
In order to widen the scope and usefulness of these courses, it seemed 
necessary to be mindful of student music teachers’ notions of their fu-
ture, professional identities. A vital factor in this respect was the degree 
to which student teachers’ musical skills provided a basis for broadening 
their educational scope, thereby bringing questions about the priorities of 
educational and musical competence to the fore. 

Balancing music and education has been considered vital to the selec-
tion and organisation of the content of music teacher education across 
the various subjects and practicum fields. In Chapter 2 we related that ba-
lance to Klafki’s (Nielsen, 2002) concept of ‘field of relation’ which holds 
that neither educational nor musical criteria are sufficient for the selection 
of content. Rather, sufficient criteria have to be developed “in the border 
area, or rather in the field of relations between [them]” (ibid., p. 109). 
Such balances are illustrated by insights into how the lack of a common 
language between student music teachers and Palestinian children high-
lights the ways in which music has contributed to teaching strategies and 
decisions in the Lebanese practicum (Brøske Danielsen, accepted). With 
respect to the concept of holistic quality learning was looked into (Ferm 
Thorgersen, Chapter 10 of this volume), the student teachers reported 
that knowledge in, of and about music enhanced their deep learning in the 
Musikdidaktik courses wherein the philosophy of music and the philo-
sophy of teaching were tightly intertwined, thereby constituting together 
a basis for teaching music and for learning Musikdidaktik. In these instan-
ces Musikdidaktik learning offered opportunities for meetings between 
the artist and the teacher, which runs parallel with the teacher-performer 
balance that was empirically illustrated in the OASE study (Kalsnes, this 
volume). 

The multiple ways in which people learn and relate to music, as well as to 
their multicultural societies, entails the recognition of music teaching as 
an ever-expanding and differentiated vocational field that reflects the ma-



237Chapter14 finalConsiDerations

ny-sidedness of music teacher education today. In so doing music teacher 
education realises the ideals of ‘exemplarity’ (Illeris, 1977; Klafki, 1983) 
as a principle for selecting content. The exemplarity principle confronts 
the problem of vast complexity with the idea of systematically selecting 
content according to a series of specific criteria, among which ‘transfer va-
lue’ is one. Hence, it will be necessary to connect the question of content 
selection to considerations of what would be the most suitable teaching 
strategies, the best locations in which to practice teaching, and the best 
ways to connect these contents, strategies and locations. 

Enhancing Learning and Competence 
Development

When addressing questions of student music teachers’ learning, the need 
to attend to relations emerged as a common trait and a paramount prin-
ciple across the single studies. Focusing thus on relations has afforded 
a promising perspective on the relations between education and future 
profession, between the various institution-based courses, between those 
courses and the practicum, as well as between the metaphors of participa-
tion and knowledge acquisition. 

One of the most central aims of student teachers’ learning has been 
considered to be how to prepare for the future profession, and how best 
to effect lifelong learning, both of which demand readiness for change 
(Graabræk Nielsen & Westby, this volume). To an increasing extent music 
teachers have to compose and design their own professional positions in 
terms of combinations of, for example, general, instrumental, ensemble, 
and community music teaching. Such combinations, and hence selections, 
presuppose continuous analyses of the musical field and its developments, 
such as music in the social media and internet communities. Paraphra-
sing Renshaw (2003), we envisage a portfolio music teacher who demon-
strates the characteristics and learning abilities of a ‘competency nomad’ 
(Krejsler, 2007; Graabræk Nielsen & Westby, this volume): a service-min-
ded professional who engages in the acquisition of new knowledge when 
facing new challenges over his or her whole professional life span.

To develop expert competency in teaching music, whilst assembling 
professional portfolios and cultivating the characteristics of a competency 
nomad, student music teachers’ learning must be conceived as a relational 
feature influenced by socio-cultural as well as individual factors. Further-
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more, we suggest that the forces influencing the effectiveness and directi-
on of learning are closely connected to student music teachers’ feelings of 
authenticity and meaningfulness in the courses they attend along with the 
ways that these priorities are subject to communication and reflection by 
means of processes that also include emotional dimensions (Ferm Thor-
gersen, chapter 10, this volume). 

The notion of ‘socio-cultural learning’ was well-adapted to the student 
teachers’ learning through their participation in communities of practice, 
wherein and between which their learning followed given trajectories. 
Thus music teacher education has great potential for improving the le-
arning of its student teachers by attending more explicitly to their lear-
ning trajectories between the practicum and the courses at the institution, 
and in relation to the development of their future identities as professional 
music teachers. In order to attend explicitly to these trajectories it was 
thought necessary to study the factors influencing them at the level of the 
organization, the professors and supervisors; and the student music teac-
hers themselves. In addition to attending to the conditions of learning tra-
jectories, other issues that may influence their directions were brought to 
the fore. For example, we raised the question of whether negotiations of 
meaning in classroom management effect student teachers’ competence as 
teachers (Ferm Thorgersen & Johansen, this volume); and whether nego-
tiating choices of music to teach focuses their attention on lesson planning 
(ibid.), since such choices rest on philosophical considerations about music 
and education. It is worthy of remark that the role of music in structuring 
the development of student teachers’ competence runs parallel to the above 
discussion about how it structures the content of music teacher education. 

From a socio-cultural perspective, the learning processes of student 
music teachers were also connected to epistemic (Lahn & Jensen, 2008), 
intellectual and physical (Säljö, 2005) tools, such as repertoire and mu-
sical instruments. It is not difficult to see how, for example, musical in-
struments such as violin, electric guitar or Orff xylophone, carry different 
cultural traditions of teaching and learning music, not to mention the pos-
sibilities and restrictions of a computer.

The notion of ‘learning systems’ (Wenger, 2006) implies that learning 
goes on between communities of practice as well as within them, counter, 
to some extent, the idea that learning processes are linked very strongly 
to the specific context of the community of practice. Consequently it must 
be questioned how knowledge acquired in this specific context is relevant 
to other contexts of professional life (Graabræk Nielsen & Westby, this 
volume). Nevertheless, inspired by Sfard (1998), we found it fruitful to in-
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clude the acquisition metaphor in our view of student teachers’ learning. 
Hence, we subscribe to the idea that “[…] if a model of learning is to be 
convincing, it is probably bound to build on the notion of an acquired, 
situational invariant property of the learner, which goes together with him 
or her from one situation to another” (ibid., 10), and also to the idea that 
our ability to prepare today to meet tomorrow’s questions and challenges 
is among the most central aspects of learning.

Conceiving of student music teachers’ learning by drawing on the 
metaphors of participation, tools and acquisition, as well as between 
Bernstein’s ideas of practical and theoretical syntheses (Graabræk Nielsen 
& Westby, this volume), raises one further question of how best to pro-
mote deep learning with respect to a fruitful blend of expertise, readiness 
for future change, and lifelong learning in music teacher education.

We suggest focusing on synergies in order to find a possible answer to 
this question based on the findings of the present project. This particularly 
concerns the synergies afforded by relating the learning within separate 
courses in the institution of music teacher education to the learning in 
the remote practicum. Furthermore, we hold that bringing these synergies 
into contact with the traits and dynamics of the larger society and cul-
ture, within which the relevant learning arenas take part, may constitute 
a fruitful ground for student teachers’ learning in, for instance, the class-
room management course, performance lessons, pre-service training of 
the OASE project, and in the refugee camp in the Lebanon. 

Promoting Identity Formation

Identity and identity formation have attracted interest across several of 
the single studies as well as chapters in the present collection. They have 
been connected to music teacher identity and professional identity, along 
with the concept of a professional music teacher. From a lifelong learning 
perspective, identity issues have been related to student music teachers 
and music teacher graduates, as well as to professional music teachers. 

Hence, identity formation plays a vital role within student teachers’ lear-
ning (Johansen, 2008; 2010) as a central component of their professional 
development. When reflecting on the single studies it becomes evident that 
these matters have been demonstrated empirically as well as theoretically, 
by drawing on a ‘life-world’ phenomenological perspective supported by the 
sociological perspectives of late modernity and the ‘post signifying’ society. 
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These theoretical perspectives, when thought of together, illustrate our 
empirical findings that various notions and experiences of identity – from 
identity as a permanent core, to identity as performative and dynamic – 
exist side by side in student music teachers’ minds. Some of the student 
teachers understood themselves as having a core identity (Hall, 1992) 
through which all tasks and learning challenges are channelled, whilst 
others felt that changing identity from one subject to another enhanced 
their learning. It was also evident that the student teachers’ actual move-
ments back and forth between the arenas of the institution and the various 
practicum fields caused their self concepts to be repeatedly inspected and 
adjusted, which illustrates how identity formation is a continuous, refle-
xive project (Giddens, 1990; 1991).

The multitude of identity formation challenges among student music 
teachers has been illustrated in discussions of the roles of the professional 
music teacher, such as a community music activity leader, or between their 
identities as a (music) teacher and a musician (Bouij, 1998; Dolloff, 2006). 
Student music teachers seem to have experienced changes between vari-
ous, parallel identities when handling such challenges (Johansen, 2008). 

The ability to handle parallel identities appears to be a central challen-
ge for music teachers, in connection with the multiple and ever-expanding 
ways in which people relate to music, thereby bringing to mind the idea 
of future professional music teachers as ‘competency nomads’. In order 
to strengthen this capability we suggest that identity work among student 
music teachers should be explicitly and systematically addressed within 
their education to a greater extent than hitherto. We also hold that the 
identity focus might be fruitfully connected with the question raised in 
the content section above about selecting practicum arenas that provide 
significant experiences for student music teachers, rather than looking for 
a representative breadth of, say, children’s ages or the variety of schools.

Conceiving Music Teaching as a Profession

Separating the concepts of ‘a profession’, ‘being a professional’ and the 
ideal of ‘professionalism’ has enabled a discussion of their inter-connec-
tions as well as the characteristics of professional education (as discussed 
in Chapter 2, this volume). 

The theory and scholarship on professions often directs interest in-
wards towards questions concerning the characteristics of knowledge and 
competence, and outwards to ideals of service mindedness (Krejsler, 2007) 
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and contributions to the stability of society (Fauske, 2008). When regar-
ding the education of music teachers as professional education, we found 
it interesting to balance the social adaptation and maintenance perspecti-
ves by drawing on descriptions that position the professions as a separate 
community sector between a centralized bureaucracy and the free market 
(ibid.), along with the often connected tensions and conflicts between pro-
fessional autonomy and governmental steering (ibid.). 

Within such a critical perspective, the professional music teachers’ do-
uble obligations of contributing to social stability as well as to change and 
future development, have been brought to the fore. For the music teacher 
educators these double obligations have involved the challenge to make 
the best out of existing political frames whilst still criticising those frames 
in order to contribute constructively to future social change. 

When seen as ‘competence nomads’, music teachers’ as well as music 
teacher educators’ critical potential can be described in terms of a “noma-
dic state” (Gould, 2005), and with reference to Braidotti’s (ibid., p. 153) 
description of ‘critical consciousness’ as “a critical positioning towards 
the prevailing regime: a critical consciousness that resists settling into so-
cially coded modes of thought and behavior…the subversion of set con-
ventions […]” (ibid.). 

Identifying Needs of Future Studies

The studies of music teacher education by seven separate, sub studies that 
have thrown light on a common, overarching research question, have en-
tailed a series of emerging ideas and the need for further studies. These 
would build partly on, and deepen, the insights that have been developed 
in the present project. In addition they would complement the MUPP stu-
dies by directing attention towards other areas. 

Within the area of profession theory we need studies about how music 
teachers, student music teachers and music teacher educators perceive of 
music teaching as a profession, along with the concepts of professional, 
professionalism and professional development. Hopefully this would lay 
the ground for subsequent questionnaire surveys built on more commonly 
understood concepts than hitherto. 

It has become clear that we lack studies of most sides of the music 
teacher practicum. For instance, questions of how student teachers and 
practicum supervisors think of the structure of the practicum as an educa-
tional course, including their reflections on subject goals, and the selection 
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of content and teaching strategies, would be useful. Looking into such is-
sues could also contribute to insights into how the practicum is conceived 
and acted out by student teachers and supervisors, as well as how it con-
tributes to their deep learning and professional motivation. 

Our studies of student music teachers’ learning were based mainly on 
qualitative research interviews with student teachers and their lecturers 
and professors. In order to deepen the resultant insights, and to test hy-
potheses that can be formulated on that basis, we call for longitudinal stu-
dies of student teachers’ learning trajectories. Such studies could inform 
us significantly about how student teachers handle learning transfer bet-
ween courses at the institution, and between these courses and the practi-
cum, as well as in the vocational field. In addition, questionnaire surveys 
addressing larger populations of student music teachers could bring va-
luable further insights.

The term ‘competence nomad’ should be studied, both theoretically 
as well as empirically, in order to ground discussions about how best to 
educate music teachers for an unknown future. In theory, the notion of 
the music teacher as a competence nomad would profit from being related 
to the theory of Deleuze and Guattari (1988) in which it is anchored, and 
to the feminist literature that draws on its critical potential (Gould, 2005; 
Braidotti, 1994). 

Across these various research approaches and issues, music teacher 
education needs to collect systematic knowledge about, in particular, two 
fields. The first of these is the increasing body of research on music edu-
cation and multiculturalism. If adapted as a certain perspective in studies 
like the ones sketched above, this body of research would probably have 
implications for the aims, the selection of content, and the working me-
thods of music educators. The other field concerns research and develop-
ment work which concentrates particularly on the formal-informal nexus 
of music education. When considered together, multicultural and formal-
informal perspectives might result in new connections between theory and 
practice that reflect their interdependence, and which can lead to the edu-
cation of professional music teachers to become capable citizens in an 
ever-changing future. 
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