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Key Terms Used

Didactic knowledge – is used in two different meanings: 1) knowledge about how 
to teach, referring to the Anglo-American curriculum tradition, and 2) pedagogical 
content knowledge, meaning different kinds of knowledge forming the basis for 
teaching a subject (e.g. Chapters 3 and 9). In the German-continental tradition of 
Bildung, pedagogical content knowledge is called Didaktik (Chapter 3).

Pedagogy – may refer to the pedagogical practice or to pedagogical theory (as 
a subject in teacher education) (Chapters 3 and 9). Pedagogy may also refer to 
models of organizing teaching (e.g. classroom pedagogy) or to conceptions such 
as constructivist pedagogy (Chapter 6). Pedagogy as professional knowledge may 
include responsibility for developing an understanding of otherness (Chapter 12).

Pre-service music teacher – see Student music teacher.

Professionalism – According to recent educational theory, professionalism in 
music teaching depends on the music teachers’ ability to integrate different kinds 
of knowledge as a basis of continued professional development (Chapter 3). In the 
tradition of apprenticeship learning, professionalism is a social phenomenon rather 
than a kind of de-personalized skill or expertise (Chapter 11). Professionalism is 
discussed throughout the book.

School-based in-service teaching – Teacher training based on experiences in 
school practices in addition to theoretical studies. See Chapter 1: ‘students were 
surprised at how little their supervisors in the school-based, in-service phase of 
their education seem to have reflected on the reason for having music in schools’ 
(Swedish context).

Schooling – Doing school. Two positions are described, one focusing on the 
objective of school teaching in terms of efficiency and measurability, the other 
focusing on students as subjects and their individual needs. In this sense, schooling 
may have divergent and often problematic connotations as described in Chapters 
5 (Swedish context) and 7 (German context).

On the other hand, schooling can just refer to education, through which students 
‘make connections between theory and practice, and have a greater understanding 
of the musical competence of school students’, Chapter 6 (US context).

Student music teacher – Music teacher student who practises teaching as part of 
his or her study programme. See for example Chapter 1: ‘In their practice teaching, 
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student teachers learn by example and are socialized into the profession’. There is 
a similar use of the term in Chapter 9. Cf. school-based in-service training (both 
examples reflect a Swedish context).

Teacher educator – Those training teacher students in study programmes. Most 
often, students’ teaching practice is mentored by experienced teachers that are not 
educators. An example of an educator taking on both roles is described in Chapter 6.

Teacher researcher / teacher educator – Most often the two functions are 
combined, and it is suggested that student teachers should also be trained as 
practitioner-researchers under the supervision of the teacher educator (Chapters 
3, 5, 6, 8, 9 and 11).
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Preface

What is the nature of different forms of knowledge? What is the function of 
different forms of knowledge for the music teacher profession and how does 
professional knowledge develop? The way we view these questions is influenced 
by our experiences, our culture and the traditions within which we live and work. 
However, it is possible to challenge our understanding through experiencing other 
views and ideas. These are important underlying thoughts throughout this book.

This book examines understandings of ‘knowledge’, the changing nature of 
professional knowledge and its significance for professionalism in music teaching. 
The texts are written by authors from various parts of Europe and the USA. The 
authors are active researchers as well as qualified teachers. They are working within 
countries, and/or come from countries, with different pedagogical and academic 
traditions and ways of interpreting the concept of knowledge. Several different 
theories and viewpoints are being offered in the book, which illustrate a range of 
educational settings that create professional knowledge in various ways. Thus, the 
book contains contrasts. The aim is to show the breadth and complexity involved 
in the concept of knowledge as such, as well as in music teacher education and the 
teaching profession.

Through questions at the end of each chapter, you as a reader are invited to 
critically reflect your own perspectives as well as the perspectives offered in the 
book. The aim of the critiquing exercise is to illuminate well-known culture and 
practices as clearly as possible, but also to emphasize other perspectives on music 
teachers’ professional knowledge.

It is possible for those who use the book for educational purposes – for 
example, within music teacher education programmes – to work with the chapters 
by using the questions for reflection in the end of each chapter. The intention is to 
deepen thoughts about the content in each chapter, but also to give the opportunity 
to further reflect on similarities and differences between the chapters.

The book consists of three parts. After the introductory chapter – ‘The Context 
for Professional Knowledge in Music Teacher Education’ – Part I, ‘Understandings 
of Knowledge’, discusses the nature of knowledge. The main contribution in 
this section lies in demonstrating the power of diverse theoretical concepts 
and perspectives to explore, analyse and engage with professional knowledge. 
Empirical studies are used to highlight and develop continental epistemology and 
theoretical perspectives.

Part II, ‘Professional and Pedagogical Practice’, deals with how professional 
knowledge is constructed and developed over time, but also how it is culturally 
sensitive. The particular contribution in this section is to demonstrate how theory 
can inform professional practice and vice versa.
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Part III, ‘Re-Thinking Professionalism in Music Teacher Education’, deals with 
the implications and challenges of contemporary pedagogic practices. The central 
contribution in this section is the demonstration of how these can be analysed and 
understood in the context of reform.

Music teacher education poses many challenging questions. The complexity of 
various forms of knowledge and practices that we encounter, as teachers, university 
lecturers, teacher educators, student teachers, policy-makers or researchers, 
demands careful thought and reflection.

All around the world there are courses that develop professional music 
teachers with significant teaching skills and qualifications to create good learning 
environments. Yet, many music teachers are striving to achieve improved social 
status and legitimacy. In other words, the professionalism and professionalization 
of teachers are two sides of the same coin, even though they may not necessarily 
go hand in hand. We hope that this book will lead to reflections and actions that 
can contribute to both.

Eva Georgii-Hemming, Pamela Burnard and Sven-Erik Holgersen
October 2012



Introduction  
The Context for Professional Knowledge in 

Music Teacher Education

Pamela Burnard

Music teaching – in the broadest sense, the practice which makes use of the 
professional knowledge and skills of music teachers for teaching music in multiple 
learning contexts, including both formal and informal settings – can be characterized 
as a profession which, although recognized as a specialized discipline, is generally 
not considered to be a high-status occupation with firmly bounded, scientific and 
standardized professional traits (Comte 1988; Russell-Bowie et al. 1995) (see also 
Chapter 12). With the aim of better preparing pre-service teachers for the multiple 
contexts that they may face in the future, and for developing the power of the 
profession and the professional self, this chapter takes the reader to the heart of 
the quality and standards debate on initial teacher education (ITE) and continuing 
professional development (CPD) for music teachers.

There is reason for concern. Teachers are usually outsiders in the policy 
process, and so we ask how music teachers, at the initial and ongoing professional 
career development phases, can participate more actively as subjects and agents 
for change to enhance their professionalism. Little wonder that many music 
teachers lose sight of the reasons why they came into teaching in the first place, 
and become disenchanted or lose their enthusiasm for their betterment and for 
raising their professional status.

The professional significance of music and music teacher education is 
concerned with professional knowledge and knowledge specializations, and 
questions of what constitutes pedagogical content knowledge and skills; how this 
knowledge grows; and what this means for the way in which teachers (and their 
students) learn and why they change (or do not change), what motivates them, and 
what factors help or hinder their development.

It is important to society that schools and parents are aware of and support 
the increasing research focus on the knowledge of teachers generally. Building 
an understanding of music teachers, music teacher thinking and music teacher 
education has been accompanied by an increasing recognition by teacher 
educators (usually academics developing professionally focused courses in 
increasingly beleaguered higher education institutions), policy-makers as well as 
the community at large. They have begun to recognize that the quality of teachers 
and our understanding of teacher knowledge and teaching in music education 
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(including community music and arts settings) are key factors in students’ learning 
and achievement Music educators can significantly influence attitudes towards 
music learning and learners’ motivation to learn, not only through their content 
knowledge, general pedagogical knowledge, curriculum knowledge, pedagogical 
content knowledge, knowledge of learners and their characteristics, knowledge 
of educational contexts and knowledge of educational ends (see also Chapter 3), 
but – and equally important – through their capacity to inspire and their passionate 
commitment to using their professional knowledge creatively for the renewal and 
implementation of music teacher education programmes.

As professionals, music teacher educators are engaging in the development of 
professional teacher practice. At the initial and ongoing professional development 
phases of music teachers, the traditional higher-education concern with disciplined, 
codified, propositional knowledge (which comes closest to traditional academic 
discipline-based theories, practical principles and propositions about particular 
cases in the applied field of professional action) has usually triumphed, together 
with the emphasis on one or more of the kinds of teacher knowledge (as suggested 
by Eraut 1994). Professional knowledge and personal practical knowledge (or self-
knowledge of performance) of teachers and teacher educators and the distinctions 
between them are important for the music teacher profession because they provide 
insights into what it is that teachers need to know; they develop and grow scholarly 
understanding of what teacher knowledge is. This is a result of personal growth in 
the context of educational work and social interaction with the teaching and learning 
community (see also Chapters 4, 6, 9 and 10). While the customary focus on the 
‘what’ questions is important, so too are questions of ‘how’, ‘where’, ‘who’ and 
‘why’ when learning to teach music (see also Chapters 1, 3 and 12).

What Kinds of Professional Knowledge Are Valued by Music Teacher 
Educators?

Central to any discussion of professional knowledge is the role of theory and 
the generalizability of practical knowledge. Making theories explicit in practice 
(for both espoused and established theories) (see also Chapters 1, 6, 8 and 9) 
and reflecting on them are commonly accepted as essential components in the 
process of becoming a reflective teacher (that is, a professional who is creative and 
conscious of the multifaceted and multicultural locus in which they work).

The validity of the discipline-based form to the body of knowledge we call 
‘music’, and its relevance to professional training, is often considered by music 
teacher educators as difficult to decide, especially when the experts who teach 
it may not even be members of the profession concerned (that is, not music 
specialists) and crowded syllabi and job pressures force prioritization. Another 
difficultly is that the functional relevance of a piece of theoretical knowledge may 
depend less on their presumed validity than on the ability and willingness of teacher 
educators to use them. High-quality learning depends on highly qualified teachers 
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and teaching. Where policies advocate school-based pre-service training (as with 
US and, increasingly, UK policies), where the process of teacher certification and 
becoming a professional involves circumventing university-based systems and 
preparing new teachers in quick-fix school-based programmes (see ‘Teach First’ 
in the United Kingdom or ‘Teach for America’ in the USA) this seems hard to 
accomplish.

High-quality teachers are trained in Finland by properly accredited courses 
that require pre-service teachers to meet the rigorous practical and intellectual 
standards that are becoming of a demanding profession. In Finland professional 
knowledge learning starts after graduating with a first degree, when highly 
motivated applicants are more sure of their career choice and when the probabilities 
of subsequent dropout are reduced. This increases quality, reduces training costs 
and contributes to stability and sustainability within the system.

There are no quick fixes for creating quality music teachers and music 
teaching. The approach followed in Finland shows how to get and keep the best. 
In contrast, the UK and USA seem to be advocating ‘tearing down the wall’ of 
teacher certification by making it easy for applicants to circumvent university-
based systems for preparing new teachers, by offering performance-based pay, 
and by relabelling qualifications as master’s degrees so as to draw teachers by 
extrinsic rewards.

So, how the term professionalism in music teacher education comes to be 
defined depends upon the political landscape and the particularities of any 
government’s educational reform process (see also Chapter 3). Evidence from 
national and international research studies shows teachers as being continually in 
the grips of educational change and rapid reform, as observed by Lang et al. (1999, 
p. 11) over twenty years ago:

Teachers do not work in isolation. Those who work with them are caught up 
in the reform process. The professional self is developed in a community of 
persons involved in teaching and learning as colleagues, students, researchers, 
teacher educators, administrators, parents or politicians in an environment 
of openness, mutual help, trust and understanding. But there are also many 
pressures from diverse stakeholders. Many and conflicting good intentions exist 
for schools driven often by insecurities which flow from international testing 
and changes in the workplace. Conservative forces want productivity measures 
– liberal and socially oriented groups want autonomous and self-responsible 
developments and there is much in between. These many good intentions have 
the power to influence teacher practice. The means are embodied in curricula, 
syllabi, standards, financial incentives, school structures, teacher and student 
assessment systems, textbooks and computer purchases. Researchers, no less 
than others, contest the nature of education and its assumed contribution to a 
good life, and all involved have a point of view and an agenda.
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In music teacher education, there is much evidence, in research of innovative 
practices, which contests the nature of the profession’s claim to a specialist 
knowledge base, in, for example, developing values, determining cultural norms, 
participating and linking with communities and drawing on the expertise of 
community musicians. As Jorgensen (2011, p. 71) argues:

One of the most pervasive models underlying music education is that of 
community. Whether it be the Hindustani sitarist instructing his disciple in 
traditional manner, the Western classical pianist conducting her masterclass, the 
Australian Aboriginal songman teaching his young kinsmen a love song, or the 
Balkan mother singing her daughter a lament, all participate in a community in 
which music making and taking plays a central role.

Hence, in relation to school-based and service-learning programmes, the community 
stakeholders see music, music educators and students as valued resources. The 
education stakeholders involved in initial (or pre-service) teacher education in 
the higher-education system, are starting to value and incorporate collaborative 
partnerships, including the nurturing of community partnerships, in order to bring 
together the classroom and the broader community in ways which recognize the 
diverse lenses with which we are now coming to view music education (see, for 
example, Ballantyne and Bartleet 2010; Pitts 2010), where practice and knowledge 
are brokered in intergenerational and intercultural contexts (Larkin et al. 2004; 
Schippers and Cain 2010; Tait et al. 2010).

Traditionally, educational institutions have been responsible for providing ITE 
and CPD, and for steering how the quality of the profession’s intake and degree-
entry routes are judged. Professionally focused courses are, however, increasingly 
disappearing. All around the world there are courses that develop professional 
music teachers with significant professional knowledge and skills, qualifications 
and practices to create effective learning environments. In spite of this, there is 
considerable evidence that CPD is, all too often, under-supplied, and is, therefore, 
minimally effective in advancing and developing new professional knowledge. 
Music teachers and music educators continually strive to achieve improved social 
status and legitimacy (see also Chapter 12). Yet the framework for promoting and 
facilitating professional learning depends upon the professional knowledge of 
teacher educators themselves and how they help teachers to acquire professional 
knowledge.

My central argument is that there are conflicting conceptions of professional 
knowledge and in failing to articulate (and decide what constitutes) a distinctive 
knowledge base music teachers have suffered from the profession being 
undervalued in school music reform policies. Reform agendas embody images of 
professional ideals and models of practice. Problems arise from the implicit nature 
of many professional models of practice, the process of ‘know-how’ in music taking 
very different forms (see also Chapter 10). We see this through analyses of such 
activities as curriculum planning, assessing and professional decision-making, and 
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the actions of generalist and specialist practitioners. The former group can bypass 
theory by teaching methodic procedures with non-technical knowledge from a 
theoretical perspective, and its academic status remains correspondingly low; 
the latter group is likely to emphasize the primacy of musical skills, specialized 
knowledge and the nature of that knowledge, and its mode of organization is well 
constituted. The music teacher is concerned not only with the communication 
of specialist skills but with explaining concepts of particular significance and 
complexity.

Moreover, the debates and ideas about the need for CPD for generalist 
practitioners in primary schools and the role of specialist music teachers at 
secondary or high schools reflect ideas about knowledge. Knowledge, to quote an 
English head teacher, is like a ‘tangle of spaghetti’, a metaphor similar to Gilles 
Deleuze’s idea of rhizomatic knowledge:

Something which shoots in all directions with no beginning and no end, but 
always in between, and with openings towards other directions and places. 
It is a multiplicity functioning by means of connections and heterogeneity, a 
multiplicity which is not given but constructed. Thought, then is a matter of 
experimentation and problematization – a line of flight and an exploration of 
becoming. (Rinaldi 2006, p. 8: original emphasis)

We can think about professional learning and particular ways of conceptualizing 
knowledge as a process, like creativity, which is co-constructed and shared, 
questioned and reformed in relationship with others and without the necessity of 
known outcomes; which requires openness to the new and unexpected, listening 
to ideas and theories, and invention; and which emphasizes connectedness to 
learning and to conditions which enable learning, involving the questions and 
answers of children and adults alike; a process where knowledge is relational and 
provisional, representing something that can be continuously reworked; a process 
of construction by the individual in relation to others (Burnard 2012).

Such a relational view of knowledge, however, conflicts with the complex web 
of state regulation which constrains specialist primary teacher numbers, salary 
levels and social status. There is an historical imbalance between music teachers 
and music services, compared to the fields of literacy and numeracy, in school 
sectors. The agendas outlined above – and especially the conflicts that inhere in 
them – require us to reflect on the concept of professional knowledge, the state of 
music teacher education and the possibilities for improvement (Lee and Wilkes 1999).

With a focus on understanding the nature of knowledge and the need for 
defining what constitutes music teacher education’s professional knowledge base, 
we are reminded of Johnson (1972, 1984) who argues that instead of defining what 
constitutes a ‘profession’ we should regard ‘professionalism’ as an ideology and 
‘professionalization’ as the process by which an occupation – in this case, music 
teaching – seeks to advance its status and progress towards full recognition within 
that ideology. Irrespective of what professionals actually do, as music teachers our 


