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Narrating Change, Voicing Values, 
and Co-constructing Visions 
for Intercultural Music Teacher Education

Laura Miettinen, Heidi Westerlund, and Claudia Gluschankof

Abstract Researchers have suggested that higher education institutions need to be 
re-thought as ‘imagining universities’ that continually engage in re-imagining 
themselves, in order to be able to justify their own existence in a fast-changing 
world. It can be expected that music teacher education programs, as part of higher 
education, would benefit from envisioning their shared future from the same start-
ing point. This chapter presents the second-stage inquiry of “Co-creating visions for 
intercultural music teacher education in Finland and Israel,” an ongoing collabora-
tive research project between the Sibelius Academy of the University of the Arts 
Helsinki and the Levinsky College of Education in Israel. The study is based on the 
constructionist pre-understanding that music teacher education programs ought to 
be developed by conversations and collective reflections, and that it is through these 
reflections that we narrate change. As an overall methodological framework, the 
study draws from Appreciative Inquiry (AI), emphasizing the positive as the basis 
from which to envision together what the future of intercultural music teacher edu-
cation would look like. The data was collected through four workshop discussions, 
two at each site, totaling 24 participating teacher educators. The forward-looking 
themes of these second-stage discussions were developed from the groundwork of 
the first-stage focus group interview inquiry that mapped the present situation. This 
study suggests that there is an increasing need to create spaces where music teacher 
candidates and music teacher educators creatively face uncertainty rather than secu-
rity, and where risk-taking can be encouraged and practiced safely. There is also a 
need to increase flexibility and openness, and to continue working more collabora-
tively within the institutions.
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1  Introduction

Due to the effects of increasing global mobility and migration, teacher education 
and schooling worldwide are on the verge of change regarding their approach to 
diversity. Although multiculturalism as a larger phenomenon has been influencing 
education for decades, the recent wave of global movement has challenged educa-
tional institutions and teacher educators to re-evaluate their curricula and pedagogi-
cal approaches. To counteract professional education that relies on tacit knowledge, 
socialization, and the ‘apprentice model,’ researchers have suggested that universi-
ties and teacher education units should be considered as learning institutions, par-
ticularly in such complex matters as engaging with diversity in education (e.g. Ball 
and Tyson 2011; Jacobowitz and Michelli 2008).

The discussion around cultural diversity has taken different perspectives in previ-
ous music education research, such as embracing the value of diverse musical prac-
tices (Campbell 2004; Campbell et  al. 2005; Schippers 2010; Volk 1998), 
emphasizing the music teacher’s role as a social change agent in culturally respon-
sive teaching in music education (Abril 2013; Lind and McKoy 2016; Robinson, 
2006), and understanding social justice in music education (Benedict et al. 2015). In 
their recent publication, Roberts and Campbell (2015) examine the connections 
between multiculturalism and social justice in music education by exploring how 
the five levels of multicultural curriculum reform formulated by J. Banks (2013) can 
be applied in music education to establish multicultural social action and social 
justice. However, Westerlund and Karlsen argue that multiculturalism as a dominant 
ideology of diversity in music education is insufficient, and although it is in many 
ways beneficial, it also works to “obscure forms of inequality and injustice that fall 
outside of its conceptual frames” (2017, 80). Instead, they offer a more heteroge-
neous and intercultural approach, which allows for the “development of a wider 
ethical reflexivity and critical awareness of the paradoxes involved” (2017, 100). 
Similarly, Ballantyne and Mills (2008, 2010, 2015, 2016) have engaged with this 
area of research through their studies and meta-analyses of research literature on 
diversity and social justice, in both general teacher education and music teacher 
education. In addition, Howard et al. (2014) have explored in more detail the pro-
cess by which the multiculturalism movement has had an influence on the diversifi-
cation of music teacher education in the United States.

As a response to the need for further scholarly discussion and empirical inquiry 
into diversity in music teacher education programs, this chapter examines the 
second- stage inquiry of “Co-creating visions for intercultural music teacher educa-
tion in Finland and Israel,” an ongoing collaborative research project between the 
Sibelius Academy, University of the Arts Helsinki and the Faculty of Music 
Education, Levinsky College of Education in Tel Aviv. In 2015, the study became a 
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part of the larger cross-national research project “Global visions through mobilizing 
networks: Co-developing intercultural music teacher education in Finland, Israel, 
and Nepal.” Using the concepts ‘mobilizing networks’ (Davidson and Goldberg 
2010, 13) and ‘networked expertise’ (Hakkarainen 2013) as theoretical starting 
points, the Global Visions project explores what future learning institutions would 
look like if their practices were developed through collaboration, networking, and 
sharing that increases local and global reflexivity on issues of diversity. Socio- 
politically, Finland and Israel are in different phases when it comes to facing the 
challenges and opportunities created by cultural diversity. In Finland the population 
structure has only fairly recently started to change toward becoming more culturally 
diverse due to migration and global mobility whereas in Israel the challenges of 
promoting peaceful co-existence and social justice between culturally and ethni-
cally diverse populations have been, and are still, a constant feature, even before the 
state was founded. The collaborative study between the Levinsky College of 
Education and the Sibelius Academy was initiated based on mutual institutional 
interest in the co-creation of knowledge and visions for more collaborative and 
interculturally competent music teacher education, in other words “trans- 
organizational development” (Bouwen and Taillieu 2004; also Gergen 2015, 211).

The first stage of this study mapped the music teacher educators’ own intercul-
tural competences, as needed in their work and described by themselves, and the 
competences their institutions aim to provide. We also asked the music teacher edu-
cators to discuss the future needs and challenges on an institutional level, regarding 
these competences. There have been many attempts in the past to define the concept 
of intercultural competence (see e.g. Bennett 1993; Byram 1997; Lustig and Koester 
2003; Hammer 2015), and here we refer to a definition in Deardorff’s (2006) study 
agreed upon by a group of leading intercultural scholars and administrators: inter-
cultural competence is “the ability to communicate effectively and appropriately in 
intercultural situations based on one’s intercultural knowledge, skills, and attitudes” 
(2006, 247–248). An intercultural approach in education thus emphasizes the inter-
action and communication between people from different cultural backgrounds and, 
aspiring to be interculturally competent, music teacher educators call out the desire 
to enhance and promote intercultural dialogue and understanding in the music class-
room. The first-stage inquiry showed that there is a pressing need for creating 
opportunities for music teacher educators to discuss and share their experiences on 
an institutional level, in this case around the topics of diversity and interculturality. 
The objective of this chapter is to elaborate upon the themes that emerged from the 
focus-group interviews in the first stage of the study in order to further explore how 
change is narrated for intercultural music teacher education at the Levinsky College 
of Education and the Sibelius Academy.

Narrating Change, Voicing Values, and Co-constructing Visions for Intercultural Music…



180

2  Theoretical Lenses: Visions for Organizational Change

The second-stage inquiry presented here is based on the constructionist pre- 
understanding that music teacher education programs ought to be developed by 
conversations and collective reflections, and that it is through these reflections that 
we narrate change. Instead of seeing a teacher education unit simply as a collection 
of individuals, or as a hierarchical system or place, it is seen as a fluid social collec-
tive that constructs shared meanings and understandings (Gergen 2015; Hosking 
and McNamee 2006). Like in any organization, music teacher educators ought to 
“create the meaning of work” and “negotiate their visions and goals” together with 
colleagues (Gergen 2015, 194). When attention is paid to the relational social pro-
cesses of co-creation, the program can “move creatively with the times” (Gergen 
2015, 194) and “with the conversations in the surrounding culture” (2015, 200).

Language, discussion, and stories therefore are seen both as constituents of the 
organization itself (Gabriel 2015, 275) and as “building blocks” encouraging mem-
bers to ‘think outside the box’ (Gergen 2015, 196). In other words, collegial conver-
sation provides a cultural record of not just ‘who we are’ as a music teacher 
education unit, but also “what we hope to achieve” (Faber 2002, 21). In the process 
of discussing and telling stories of our experiences, we add different expressions, 
we leave out unimportant details and issues we would rather not remember, and we 
suppress competing voices and conflicting dogma (Faber 2002, 21). Discussions 
“help us negotiate between those factors that restrict and limit our possibilities and 
our free ability to pursue our own choices” (Faber 2002, 25). According to the orga-
nizational researcher Brenton Faber, this is how we “narrate change” (2002, 21).

Moreover, we assume that music teacher education ought to be developed not 
just through local discussion, but also global discussion. This study has therefore 
provided a space for the institutional co-construction of visions, and collectively 
recognized new possibilities through networking between music teacher educators 
in two vastly different contexts. By sharing ideas that have been articulated in focus- 
group interviews amongst teachers of the music education programs, and by con-
tinuing collective discussions, the researchers of this study co-created institutional 
spaces for conversations to take place; conversations that would not otherwise have 
been held in the everyday life of the teacher educators. Gergen uses the metaphor of 
organization as “the co-active flow of conversation” (2015, 199), or “conversational 
co-creation,” for a constructionist approach to opening a new way of thinking about 
organizational change, one in which all workers bring their experiences, knowledge, 
and values to the table. Here, we would like to add two more spatial metaphors, 
namely: (1) music teacher education as a “space” for negotiation that reshapes the 
program, including the pedagogical and curricular space (Barnett 2005, 2011, 77), 
and (2) music teacher education as a “mobilizing network” of knowledge building 
(Davidson and Goldberg 2010), in this way highlighting the role of teacher educa-
tion in knowledge-production. The spaces within the study’s two programs can be 
seen as knowledge-building communities (Westerlund and Karlsen 2017) that, 
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through this project, feed discussion both in their local spaces and also across their 
institutional borders, creating networked knowledge around visions for change in 
music teacher education.

3  Research Contexts

The participants in this study all teach at the music teacher education programs at 
either the Faculty of Music Education at the Levinsky College of Education in 
Israel, or the Sibelius Academy in Finland. The two teacher education programs are 
vastly different, and the study therefore provides maximized opportunities for 
mutual institutional learning (Stake 1995).

The Sibelius Academy offers a five-and-a-half-year “extended and integrated 
program” (Zeichner and Conklin 2005, 647) leading to a bachelor’s and master’s 
degree in music education, a degree that is required for music teachers in Finnish 
secondary schools (13–18-year-old students). By holding a master’s degree in music 
education, one is also qualified to teach in other learning institutions such as conser-
vatories and adult learning centers. The program has separate study lines for Finnish 
and Swedish-speaking students. The program’s curriculum includes a wide range of 
musical genres and styles, including popular music, and emphasizes peer-teaching 
and -learning practices. Students are selected through an extensive entrance exami-
nation process where only approximately 15% of the over 200 applicants annually 
are accepted. This means that the level of musicianship among the accepted students 
is high from the beginning.

In Israel, the educational system supports parallel but separate education sys-
tems: state-secular Jewish Hebrew speaking, state-religious Jewish Hebrew speak-
ing, state-Arabic, and state-funded independent schools. Levinsky College belongs 
to the state-secular Jewish stream; therefore the official teaching language of the 
institution is Hebrew. At the time of this study’s data generation, the Faculty of 
Music Education at Levinsky College offered four undergraduate programs leading 
to the certificate required for K-12 teaching: a 4-year B.Ed. program in music edu-
cation that certifies the students to teach at Hebrew-speaking, state educational 
institutes, and a 3-year B.Ed. program in music education with three separate study 
lines in collaboration with other institutions: the Rimon School of Jazz and 
Contemporary Music, the Ron-Shulamith music school for ultra-orthodox Jewish 
female students, and the Safed Academic College, where most of the students are 
Israeli Palestinians who intend to teach in the Arab-speaking schools. About 90% of 
applicants are accepted to these programs, and for some of the students these studies 
offer them their first opportunity to systematically develop their musicianship. The 
Levinsky music curriculum is mainly based on Western art music and Hebrew sing-
ing traditions except in the joint study program with the Safed Academic College, 
where teachers from Levinsky teach only pedagogical courses and music courses 
include music from the Arabic tradition.
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4  Facilitating Institutional Space for Conversational 
Co-creation: The Research Design of the Study

As mentioned above, the first-stage inquiry mapped the understandings of and prac-
tices for enhancing intercultural competences in the two institutions through focus- 
group interviews (see, Miettinen et al. 2018). In the interviews, the music teacher 
educators discussed cultural responsiveness related to (1) their own and their stu-
dents’ musical style background; (2) the heterogeneity of their students and these 
students’ future students (language, background, religion, abilities, and disabili-
ties); and (3) awareness of formal and non-formal repertoires, and other limitations 
related to the religiosity of the students. Issues related to curriculum and instruction 
included the explicit curriculum, especially related to the degree of openness to a 
variety of musical cultures. Their wishes included more collaboration between col-
leagues, new courses, the use and place of technology, and their own learning about 
other musical cultures to be able to include them in the curriculum. Following these 
discussions, and as part of the first-stage inquiry, four semi-structured interviews 
were conducted individually with two teacher educators, one from each institution, 
who had longer experiences of having to step outside their comfort zones when 
teaching diverse student populations at home and abroad (see Miettinen In print). 
The two teacher educators were chosen as interviewees because of their input in the 
first stage group interviews, where they shared their experiences in the discussions. 
The purpose of these individual interviews was to gain in-depth information on 
some of the topics that were brought up in the group interviews.

4.1  The Research Approach: Appreciative Inquiry

Based on our experiences from the first-stage focus group discussions, we decided 
that the second stage of discussions would be inspired by Cooperrider and Srivastva’s 
(1987; Cooperrider et al. 2008) appreciative inquiry approach, with its premise that 
“appreciative narratives unleash the powers of creative change” (Gergen 2015, 205). 
Appreciative Inquiry (AI) emphasizes the positive past and present as the grounds 
upon which a group or organization can envision what the future could look like. AI 
has been described as a “generative learning process that uncovers narratives of suc-
cess and builds upon them” (Ridley-Duff and Duncan 2015, 1580). According to 
Cooperrider et al. (2008), AI’s “aim is to generate new knowledge of a collectively 
desired future” (2008, xi). The research process of AI includes four stages of 
inquiry: “discovery, dream, design, and destiny.” The first stage of this study was 
“discovery,” where the participants engaged in dialogues and shared their views on 
the positive aspects of the program, particularly what works and what is valuable 
regarding their work. These discoveries were then cultivated in the “dream” stage, 
where the participants started to envision “a desired future” for their program, ask-
ing what possibilities there might be to further develop the present situation (2008, 
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5–7). Since the first two stages of “discovery” and “dream” are more researcher-led, 
and thus easier to facilitate and control by the researchers than the latter two, we 
decided at this point to carry out only these first two stages in order to test the 
approach in practice.

Altogether four workshops were held, two at each site, with a total of 24 partici-
pants. We designed the AI workshops in three parts: (1) introduction; (2) small- 
group discussions; (3) reports and whole group discussion. The aim of the half-hour 
introduction (given by the first author of this study) was to present the preliminary 
findings of the first-stage focus-group interviews from both countries. For the sec-
ond part, the participants were asked to divide into two to three small groups to 
discuss among themselves, in their own language, the four questions (sent via email 
prior to the workshop) based on AI-models: (1) What do you see as the core values 
of your institution, and how are these values articulated and communicated to you 
as a staff member? (2) If you were to imagine the future of your own institution with 
respect to the changes occurring in the surrounding diverse society, what would the 
main challenges be? (3) What qualities would the next generation of music teachers/
music-teacher educators need? And (4) If you had three wishes for your institution 
regarding how to address cultural diversity in the music education program, what 
would they be? The nature of the small-group discussions was not primarily 
researcher-participant interviews, as in the first-stage study, but rather shared dis-
cussions between the colleagues, facilitated by the researchers. This part lasted 
between 45 and 60 min. The third part gathered all the participants together, where 
each of the small groups reported their discussions to the other groups and research-
ers. These small-group reports were followed by a joint reflection period. The 
researchers recorded the small-group reports and the subsequent joint reflections; 
these recordings comprise the data set of this second-stage study.

4.2  Limitations of the Second-Stage Inquiry

The data has limitations in terms of whose voices are represented. The groups of 
participating teacher educators were relatively small, and a wider range of ideas 
could have been generated if more opportunities for discussion would have been 
organized. Moreover, a group discussion that is reduced into a summarizing report, 
presented by one person, is naturally limited in terms of how individual ideas are 
finally given space. The negotiation that took place during the small-group discus-
sions, and the potential disagreements between the teachers, did not necessarily end 
up in the data as such. Furthermore, there were clear limitations due to language 
preferences. In both contexts, there were teacher educators who were not confident 
in expressing their ideas in English. However, as the questions were sent to the par-
ticipants beforehand, the data brings out ideas that the teacher educators had already 
reflected upon before the workshop; it was thus of their own volition that they 
wanted to discuss these ideas together with their colleagues, and during the small- 
group discussions they were also able to converse in the language in which they 
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usually communicate at their institution. Despite these limitations, the data provides 
us with valuable insights on how the music teacher educators perceived their institu-
tions, their own roles within the institutions, and the organizational future in terms 
of diversity.

5  Research Question and Data Analysis

The question that we posed for the second-stage inquiry and the data was: How is 
change narrated in music teacher educators’ conversational co-creation for inter-
cultural music teacher education at the Levinsky College of Education and the 
Sibelius Academy? In our analysis, we applied a process of “narrative creation” 
(Bold 2012, 148) in which the different accounts in the data were first organized 
based on how they fit together with each other, and then in the next stage based on 
how they “made the narrative flow” (2012, 148). We wanted the “representative 
constructions” (2012, 153) to include the variety of views and experiences from 
both institutions, without comparisons being made between them. The shared voice 
of “we” is not to be understood as a unison, nor to be representative of all people 
who participated the interviews, but rather to “act more as examples of experiences 
from different perspectives” (2012, 153), yet interpreted as “the professional voice.” 
The constructions include data from both contexts and all group interviews, and is 
predominantly composed through direct data quotations with no preliminary cate-
gories or themes. By following the ethos of AI, the analysis aimed at uncovering 
“narratives of success” (Ridley-Duff and Duncan 2015, 1580) by constructing the 
full spectrum of ideas, along with the potential tensions, on how music teacher edu-
cation programs could be developed to better respond to issues of diversity. The 
co-constructed representations that condense the data are thus not aiming to repre-
sent reality as such in the two contexts, but rather the reality of ideas and ideologies, 
as co-created through the discussions and collectively conducted analysis.

The ‘conversational co-construction’ of this study has taken place at various lev-
els: the workshop discussions were fueled by our main findings from the first-stage 
focus group discussions held at both institutions, as well as by other studies in the 
larger project. In the second-round workshops, teacher educators had a chance to 
discuss their individual views in a smaller group, and to formulate shared ideas 
together with their colleagues. The group reports can be seen as compromises, with 
any disagreements faded into the background; however, they also created further 
discussion that likewise informed our data. In this way, the discussions had several 
layers of co-construction. Importantly, our analysis adds one more layer of co- 
construction, as we selected and combined ideas from the data by blending the col-
lective and individual voices in the reports of the two institutional contexts.

The co-constructed narratives that were created through the bottom-up principle 
can be seen to cover two larger thematic areas, namely, how to deal with uncertainty 
related to diversity, and how to better support the development of a collaborative 
institutional mindset. For the purpose of presenting the findings of the analysis, we 
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have divided the two thematic areas into four emerging themes: problematizing end-
less diversity; addressing flexibility and openness as desired qualities for both music 
teacher education and future music teachers; envisioning music teacher education 
as a space for the pedagogical co-construction of knowledge; and change through 
collegial dialogue and sharing.

6  Living in ‘Epistemological Pandemonium’

6.1  Problematizing Endless Diversity

In an expert culture, ‘super-diversity’ (Vertovec 2007) and ‘supercomplexity’ 
(Barnett 2000) appear as problems when too many knowledges fight over the edu-
cational space. The music teacher educators discussed questions such as: how is 
specialization related to the core value of versatility, and how could such values 
guide the pedagogical and musical underpinnings in a music education program? 
The term of the “Renaissance man” was used to describe the envisioned contesting 
qualities and demands of the next-generation music teacher and music teacher edu-
cator. As a solution, an important distinction was made between expertise and ver-
satility at the program level, on the one hand, and versatility as an aspired competence 
at the individual student teacher’s level, on the other hand.

Multiculturalism keeps coming up as an issue. There is always a desire to do something 
about it. How do we deal with that as teachers? How diverse can we be and still maintain 
a good, high level? We can’t all be an expert in African and Cuban and Indian music. The 
issue is, what does it mean to be an expert? Multiculturalism might be mediocrity. So that’s 
not what we want. We think that we need to have courage and take the best students and the 
best teachers. It raises the level. The curriculum of the program has to be multicultural, but 
not every teacher [in teacher education] has to be multicultural. That’s why we have sev-
eral teachers  – numerous teachers, because no-one could teach everything. Our job as 
teachers is maybe helping the student to construct some kind of meta-knowledge about the 
ways in which they make music.

Inclusion of diverse values touches upon the question of value relativism, and the 
limits of music teachers’ cultural identity.

It’s an interesting discussion, whether there is a music teacher mentality in terms of cultural 
diversity. Are we kind of expecting that everybody has to tolerate as much as possible? And 
is it realistic or not?

This discussed notion of tolerance can be interpreted through the ‘dilemma of mul-
ticulturalism’ that divides the world into cultural wholes, and takes all possible 
diversities as positive. This phenomenon has been discussed, for instance, by 
Zygmunt Bauman, who argues that when mutual tolerance is combined with mutual 
indifference, “cultural communities may live in close proximity but they will rarely 
speak to one another” (2011, 59). According to Bauman, “A ‘multicultural’ world 
allows cultures to coexist, but the politics of ‘multiculturalism’ does not make it 
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easier, indeed possibly makes it more difficult, for these cultures to gain benefits and 
enjoyment from their coexistence” (ibid).

Teachers identified the importance of entrance examinations in hindering diver-
sity in the student population. The academic frame was considered as setting the 
criteria for who is accepted in music teacher education, and how those selections are 
made.

And does that actually reflect the entrance examinations?
You’re leaving so many people out who are wonderful musicians.... But then it’s an 
academic institution. We cannot base our teaching on intuition and experience.

This also raises the question of teacher educators’ need for security. Instead of 
accepting students from different musical traditions and cultural backgrounds into 
their programs, and in that way challenging themselves to think differently and 
strive for versatility in their teaching, an institution’s “quality requirements” can be 
used as an excuse to avoid the hard work of stepping out of one’s comfort zone as a 
teacher.

6.2  Addressing Flexibility and Openness as Desired Qualities 
for Music Teachers

Dealing with uncertainty requires risk-taking, flexibility, and openness. Whilst 
examining the challenges of higher education in ‘supercomplex societies’, Barnett 
(2000) argues that there is an urgent need for universities to generate uncertainties 
and self-reflexivity. Students graduate and are then forced to grasp unpredictable 
intersections of knowledges, and they must not be afraid of either uncertainty or 
making daring interventions (2000, 167). Paradoxically, this occurs at the same time 
universities and higher education need to help “to assuage that uncertainty” and “to 
multiply accounts of the world” (Barnett 2011, 123). How higher music education 
can provide spaces for students to face uncertainty, whilst at the same time multiply-
ing accounts that assuage that uncertainty, seems an essential question to reflect 
upon in music teacher education. Here, the teachers’ reflections pointed out that 
being prepared for facing uncertainty can mean that one’s vision is open and free 
from fixed answers.

It’s really important that we could share some of the weird situations that we face, that they 
don’t stay in the classroom. Then it helps everyone to build up the vision that anything can 
happen, but you just have to resolve the situation without considering all the possible 
options beforehand. That’s usually what students ask: they want to have those manuals. But 
there aren’t those kinds of practical manuals; they don’t exist. And you don’t need them, you 
just need to learn how to be interested, listen, and meet every student.
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Envisioning flexibility and openness again took place on two levels: the need to 
make the curriculum of music teacher education more flexible and open, and the 
vision of future music teachers being able to meet the needs of an ever-changing 
society. The program level flexibility was related to the basic assumptions that 
frame the program.

Are we an institution that is about transmitting a musical culture? Keeping it alive for the 
next generation. Is that maybe a core value? The challenge may not be breaking a hege-
mony, ‘cause maybe there isn’t one, but maybe rethinking them. Maybe we need to reframe 
core courses. Every kind of action that rocks the boat is good and is needed. We need to be 
courageous enough to take true risks and to see what happens, and that is needed with the 
changes that cultural diversity is bringing to us. Is it true that you need to begin with 
Western classical? Is that the very beginning, so to speak? But who said Gamelan doesn’t 
have pedagogies, or is not systematic.

Even when a music teacher education program involves plenty of options and musi-
cal diversity, these options may not encourage the student teachers to develop their 
self-reflexivity toward cultural diversity by forcing them to step out of their comfort 
zones. The idea of obligatory engagement with issues of diversity arose as an identi-
fied need for program-level change.

We talked about openness and listening – opening up to the new and reaffirming the old. 
Being able to absorb new ideas. Also, in terms of interhuman relationships. And the flexibil-
ity to absorb other musical contexts and contents. We talked about adaptability, and about 
the ability to identify the musical elements within different genres. And situations where 
anything can happen. You need to just go out there, and then you just survive, facing these 
new situations. It’s a capability to communicate outside your own competence, outside your 
own comfort zone and your own field. In teacher training, that could be fortified, for exam-
ple by encouraging students to follow the news, to be active, to be activists.

When discussion moves to the realm of the ‘strange,’ ‘different,’ or ‘unknown,’ 
teaching-learning processes can then be constructed as spaces for risk-taking – both 
for teachers and students. MacPherson (2010) emphasizes that such “safe” spaces in 
diverse educational contexts are not simply places to represent one’s culture or iden-
tity, as in the multicultural education approach, but spaces in which constant discus-
sions should be encouraged, and where students should be allowed to make mistakes 
and practice how to interact or respond (2010, 279). Opening up these shared spaces 
or ‘third spaces’ (Bhabha 1994) can become places “where all the existing practices 
and conceptions ... can be left behind in order to come up with new understandings 
and ways of interacting” (Miettinen In print). In these spaces, supporting the stu-
dent’s autonomy becomes equally important as embracing diversity. Consequently, 
music teacher educators need to learn to live in an ‘epistemological pandemonium’ 
where risk-taking and openness, on the one hand, and stability and safety, on the 
other hand, can co-exist enabling a shared space for creative interaction.
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7  Co-construction of Knowledge as an Institutional Mindset

7.1  Envisioning Music Teacher Education as a Space 
for Pedagogical Co-construction of Knowledge

Teacher educators pondered the ways that they could support students taking part in 
pedagogical knowledge creation. Encouraging risk-taking and cultivating openness 
and sensitivity toward diversity were seen as necessary means in this endeavor, 
although it was hard for them to pinpoint particular ways to do this in class.

We thought that the task of the teachers is to support the student while she finds her own 
pedagogical path, and in that all the values of being open, of being sensitive. We need to 
support teachers and students to be courageous and to take risks, both artistically and 
pedagogically. But it’s really difficult to give any practical advice about how to do this. 
However, we can all individually affect the general atmosphere, of not only tolerating but 
embracing cultural diversity. It can happen in really, really small things, in small, small 
steps, and they can all build this atmosphere. Also, we construct reality at the same time as 
we talk, depending on what kind of words we use.

Teachers identified one common way to respond to diversity, namely, learning from 
each other.

One core value is flipped learning.1 That the teacher supports the autonomy of the pupil. 
And the whole idea is that you learn in a group. And the basic question in this kind of group 
activity is what good can you do for the others via your own learning.

Yesterday, for the first time, I took them [the students] down to the practice room. They’ve 
never been. And they walked into the practice room like children into a candy store.… Here 
I am sitting, I’m the teacher. But I’m totally in the corner. And I’m letting them make their 
music. Now in doing this I’m observing the ways in which they make music, and their con-
cept of music teaching and learning, because they’re teaching each other and they’re learn-
ing.… In this way, I’m letting them make music as they know how to make music.... And my 
job as a teacher here, is maybe helping them construct some kind of meta knowledge ... 
about the ways in which they are making music. As a teacher I will learn, and I will maybe 
be able to implement some ideas from this later in my career.

As the findings of our first-stage inquiry showed (Miettinen et al. 2018), the teacher 
educators expressed a willingness to learn from and with the students, for instance 
in situations where the teacher educator did not speak or understand the mother 
tongue of the students or did not have enough knowledge about the students’ musi-
cal tradition. The teacher educators’ accounts in both data sets reinforce the view 
that ‘learning from each other’ (Darling-Hammond and Lieberman 2012) can be an 
effective way to respond to the everyday challenges created by cultural  diversity in 

1 In the pedagogical approach of flipped learning, the traditional teacher-centered model shifts to a 
learner-centered approach as the students are actively involved in knowledge construction when 
the opportunity to access the learning material before the class allows the in-class time to be “dedi-
cated to exploring topics in greater depth and creating rich learning opportunities” (Flipped 
Learning Network, 2014).
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a classroom context. This mutual learning can happen both within and across insti-
tutions, given favorable circumstances.

7.2  Initiating Change Through Collegial Dialogue 
and Sharing

Considering that engaging in conversation, talking aloud, and reflecting together 
with your peers is a common practice in teacher education, this study highlights that 
this very same practice of facilitating conversation is equally important amongst the 
teacher educators themselves, when aiming at professional development. Similarly, 
as teacher education programs should provide their students spaces for thinking out 
loud and sharing their experiences, and in this way develop future teachers’ reflexiv-
ity (e.g. Juntunen and Westerlund 2013; O’Connell Rust 2002), the staff members 
also need these spaces in order to develop themselves and enhance “institutional 
learning” (Senge 2006). This paradoxical difference between classroom practices 
and organizational practices came out in discussions, as the teacher educators called 
for more opportunities to meet, discuss, and share their experiences. The teachers 
had several suggestions for how to enhance collaboration, and how to prepare not 
just their students, but also themselves, for culturally diverse teaching situations.

We envisioned an institution where the dialogue is part of it. Dialogue among all the teach-
ers, and also with other institutions. We want to create a dialogue. People do not seem to 
meet enough. We talked about the personal experiences; how the teachers in different music 
genres don’t necessarily meet or hear each other, and also that there are not enough oppor-
tunities to even have these meetings. This is the opposite of segregation. We’ve been talking 
about doing mutual concerts. Meeting each other in its creative power. Teachers playing 
together. We talked about how to teach collaborative courses and interdisciplinary courses, 
to work together to produce books. Teachers developing teaching programs together. We 
were talking about using a website as a platform.

Part of the conversation involved realizing that a reflective community in music 
teacher education does not need to be a harmonious whole, and that discussion, 
indeed, is related to change.

So, basically, the community changes, constantly. We constantly change. So, it’s a never- 
ending story. But it needs to be done in respectful ways, and by giving space to other opin-
ions, and we don’t have to agree. Why can’t we create such a dialogue within our program? 
Why do we need people to be so far away to talk freely? If we are talking together, everyone 
has an agenda.

As Faber writes, “change can be a stabilizing and recursive force as an organiza-
tion’s stories pull discordant images and narratives back into a sense of temporary 
alignment” (2002, 39). In this way, change is “rarely associated with unity, continu-
ity, or agreement” (ibid.). The key, then, is to be aware of how disagreeing views and 
opposing arguments can be included in the same space, conversation, and process. 
More importantly, however, during the discussions the teachers realized, as Gergen 
argues, that “major shifts in the organization can be achieved just through talking!” 
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and that such dialogic practices can become a “major game changer” (Gergen 2015, 
206). At the Sibelius Academy, the discussion did indeed continue, and later resulted 
in a decision to include sensitivity to cultural diversity as one of the goals that is 
expected to permeate all subjects in the new music teacher education curriculum.

8  Concluding Thoughts

Researchers have suggested that higher education institutions need to be re-thought 
as ‘imagining universities’ (Barnett 2011) that continually engage in re-imagining 
themselves, in order to be able to justify their own existence in a fast-changing 
world. In the same way, it has been suggested that teacher education programs need 
to be re-imagined from the perspective of moving away from a curriculum focused 
on teachers’ knowing, and towards a curriculum organized around what teachers 
need to be able to do. It can be expected that music teacher education programs, as 
part of higher education, would benefit from envisioning their shared future from 
the same starting point.

To conclude, this study suggests that there is an increasing need to create spaces 
where music teacher candidates and music teacher educators creatively face uncer-
tainty rather than security, and where risk-taking could be encouraged and practiced 
safely. More discussion and the sharing of thoughts, emotions, and fears regarding 
issues of diversity in teaching could make it easier to handle the ambivalence 
between resistance and openness to change. There is also a need to increase flexibil-
ity and openness, and to continue working more collaboratively within the institu-
tions. Moreover, if institutional collaboration is taken seriously in developing future 
music teacher education, this also has consequences for how leadership in music 
teacher programs ought to be understood. Conversational co- creation requires “rela-
tional leading” of the flow of conversation to generate, sustain, and create the mean-
ings that can move the organization forward, as the relational processes become a 
focus of concern (Gergen 2015, 199). The effort put into the co-creation of visions 
pays itself back, as people tend to support what they create (2015, 203). Also, com-
ing back to Faber’s idea of the potential of collegial conversations, co-constructed 
understandings of ‘who we are’ as music teacher educators, staff members, and as a 
music teacher education unit paves the way for envisioning together ‘what we hope 
to achieve’ (Faber 2002, 21). Judging by the many comments from the participants 
on how the discussions initiated by this study should be continued, the need for 
sharing and co-creating within their programs is great. Unveiling that need and 
developing the collaboration further are the central goals of the whole “Global 
visions through mobilizing networks” project. The study presented in this article 
has aimed to facilitate the envisioning process within and across the two participat-
ing institutions, with a vision that the re-imagining and collaboration would con-
tinue to re-shape the ways that music teacher education responds to the challenges 
of cultural diversity as part of our rapidly changing world.
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