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Pirkko Paananen

Editorial: Music education technology for the
future world

n everyday music-making, digital music technology typically refers to hardware such as

computers and software such as DAWs and other applications. However, the concept

of music technology is much broader. It encompasses the systematic processing of mu-
sical sound, including equipment, methods, processes, and related knowledge. Thus, music
technology refers to the science of sound production, with a primary focus on sound and
information technologies. Music education technology, on the other hand, refers specifically to
technology used as a tool for learning music. This field emphasizes the integration of tech-
nological tools into music education to support learning processes. Music technology can
simultaneously serve as music education technology when tailored to learners’ needs.

The essence of technology lies in its continuous and rapid development. In the context
of music education, this progress has been accelerated by global crises, which present both
challenges and opportunities for technology-based learning. One of the most significant
technological advancements today is generative artificial intelligence. Students can com-
pose with Al music generators, which encourages innovative pedagogical approaches and
provides more democratic opportunities for musical creativity. Evidence suggests that AI
music generators can significantly motivate students to learn composition (Yuan, 2024).

Generative Al can also be used to explore alternative ways of expressing ideas, develop-
ing arguments, facilitating collaborative problem-solving, guiding learners through concep-
tual and physical spaces, providing personalized feedback, assisting in the design process,
and employing game-based tools to enhance motivation (Sharples, 2023). Al-powered
adaptive learning platforms such as SmartMusic and Yousician use algorithms to create per-
sonalized study plans that evolve as students progress, adapting to their individual needs,
interests and competence levels (Merchan Sanchez-Jara et al., 2024). Al-assisted education-
al ecosystems can adjust content, adapt training plans, and develop work routines based on
real-time information about learners’ practices, optimizing time, resources, methodologies,
and individual learning paths (Merchan Sanchez-Jara et al., 2024). Moreover, Al can pro-
vide educators with detailed profiles of each student’s current knowledge (Sharples, 2023).

The ethical implications of generative Al are complex, encompassing issues with ecolog-
ical sustainability, data security and privacy, copyright violations, creativity and originality,
misinformation, the reinforcement of biases, and societal inequalities (Al-kfairy et al., 2024;
Bale et al., 2024). The sustainable use of generative Al in schools require careful consider-
ation and regulation. Tor instance, educational institutions must develop more sophisticated
tools to detect plagiarism (Al-kfairy et al., 2024). Furthermore, what will happen to stu-
dents’ musical, cognitive, and ethical thinking skills if they learn to rely uncritically on AI?
Al can help beginners generate ideas, but it may risk devaluing traditional skills.

At present, generative Al poses a threat to ecological sustainability. For example, one
ChatGPT enquiry consumes five to ten times more electricity than a regular Google search
(Dhanani, 2024). Training large AI models and cooling data centers require vast amounts
of energy and water, and Al-related energy consumption continues to rise (Bashir et al.,
2024; Zewe, 2025). The use of Al models is predicted to have a significant impact on
global energy consumption in the near future (Noland et al., 2024). Governments there-

fore need to introduce incentives and regulations to improve the energy efficiency of data
centers (Sridharan, 2024).
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When considering creativity and originality, important questions arise. While Al can
analyze existing data to generate compositions, it cannot experience emotions or values. Is
Al-generated music truly creative, or is it merely data processing? Who holds the copyright
for Al-generated works? Who benefits financially from them? How does the rise of Al af-
fect the roles of composers and performing musicians when Al can generate not only music
but also performances and videos of virtual performers?

The ability of generative Al to produce convincing deepfakes and synthetic media
threaten the foundations of truth, trust, and democratic values (Al-kfairy et al., 2024).
Ensuring Al coexists with human artistry will require legal clarity, enhanced transparency,
and fair compensation for artists. Al-generated immersive soundscapes, images, and videos
may also alter humans’ relationships with nature and social reality; as the boundaries be-
tween the virtual and the real blur, genuine connections to nature and society may weaken,
with potential consequences for ethical behavior.

Beyond these concerns, ethical questions also emerge regarding cultural diversity. Can
Al create culturally rich music, or does it marginalize traditions essential to human crea-
tivity? Many training datasets for generative Al models — often sourced from the internet
and other digital media — are predominantly Western in content (Barenboim et al., 2024).
Music education requires domain-specific knowledge of Al music training processes, rec-
ognizing dataset biases and cultural misrepresentations, distinguishing between human and
Al music creation, and exploring generative Al’s uses in areas like multimedia production
and performance (Cheng, 2025).

Enhancing Al literacy, developing assessment frameworks that reflect the collaborative
nature of Al-assisted music creation, ensuring equitable access to Al tools, and providing
professional development opportunities for music teachers are essential (Cheng, 2025). Mu-
sic teachers play a key role in promoting Al literacy, as they can encourage critical thinking,
ethical reflection and sound strategies for human—AlI collaboration. In doing so, students
not only learn to use Al as a tool but also gain a deeper understanding of its broader im-
pact on music and culture.

While generative Al presents both new opportunities and serious challenges, traditional
music technologies such as DAWs and digital games continue to play an important role
in creative music education. The portability of sound through personal recording and lis-
tening devices, along with the democratization of music hardware and software, offers an
almost unlimited expansion of sound-based creative resources for students. These technolo-
gies, though well established, still require both students and teachers to engage deeply with
the tools and acquire the necessary skills for effective use. Music technology skills develop
progressively — from early childhood education through to professional training. Teachers
and students often encounter new technologies together, making it essential to provide
opportunities for users of all ages, needs and cultures to participate in the design process —
whether they are young children (Heikkinen et al., 2015; Tikkanen et al., 2023), students
with special educational needs (Paananen, 2022; Paananen-Vitikka & Myllykoski, 2013), or
members of cultural minorities.

As ecological crises intensify, sustainability has become a critical issue for all technolo-
gies. Technology must be evaluated from the perspectives of economic, ecological, social,
and cultural sustainability (Salonen, 2010; Paananen, 2023). This concern is part of broad-
er musical eco-literacy (Paananen, 2023), encompassing cognitive, emotional, connectional,
creative, and socio-cultural competencies. Children have an ethical right to design and use
sustainable technologies. Future generations of all species, who will inherit the planet, have
an ethical right to a sustainable future.

According to the ecological approach to child development, children are active agents in
their environments (Gibson & Pick, 2000). Through exploration, they perceive the various
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affordances of sounds around them. Simultaneously, they learn about themselves — how
they experience, feel, and understand the surrounding soundscape, and how they are
motivated to shape their future soundscapes. Schafer viewed the acoustic environment of
a soclety as an indicator of its social conditions (1977/1994). Hence, environments and
soundscapes also influence the development of identity and values in children and adoles-
cents (Paananen, 2023).

The contemporary sonic environment is often loud and chaotic, characterized by what
Schafer termed schizophonia (Schafer, 1986). Technology can serve as a tool to enhance
listening skills, enabling awareness of the sonic environment and its natural and cultural
dimensions. Listening involves the ability to hear, analyze, select, and manipulate environ-
mental sounds so that they can function as elements of musical composition. Recording
and analyzing environmental sounds can develop students’ aural perception, critical think-
ing, ecological awareness, and musical eco-literacy (Paananen, 2023). From an acoustic
ecology perspective, students may be encouraged to listen to rural, urban and natural envi-
ronments as musical compositions (Schafer, 1986), emphasizing collective responsibility for
soundscape creation and sustainability (Schafer, 1977/ 1994).

The sustainability of the entire production chain of music technology must also be
considered — its use of natural resources, energy, economic, cultural, and social structures
(Paananen, 2023). Critical thinking is essential when evaluating the sustainability of music
technology. Musical eco-literacy (Paananen, 2023) includes five competencies that relate to
music technology as follows:

1. Cognitive: Systemic, analytical, and critical evaluation of the ecological, economic, cul-
tural, and social sustainability of sounds, sonic events, sonic environments, and music
cultures, i which music technology plays an integral role.

2. Emotional: The ability to address environmental concerns, empathize and appreciate
for all species and ecosystems, and recognize and process emotions evoked by environ-
ments, soundscapes and eco-music, with technology serving as a recording and reflection tool.

3. Connectional: The capacity for spiritual and aesthetic experiences of nature and sound,
transcending ordinary experience and fostering heightened awareness and focused
attention (cf. Ashley, 2007; Chatterjee, 2011), with technology used to document and reflect
these experiences.

4. Creatwe: Musical and technological imagination that envisions ecological futures and
inspires eco-music composition and interdisciplinary creative projects, with technology
serving both as tool and medium.

5. Socto-cultural: The social sharing of music and sound related to ecological awareness,
community engagement, cultural dialogue, and active citizenship, with technology as a
versatile enabler.

In response to these challenges and possibilities, this special issue explores how users of
technology — both learners and educators — can contribute to the design and use of tech-
nology in music education. It addresses technology’s role in creative learning environments,
the impact of global crises and technological change on education and the sustainability of
music technologies.

The Articles section responds to these themes in multiple ways. While none of the con-
tributions introduces new technologies per se, all three articles — two of which are based
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on ongoing doctoral research — focus on learners’ and teachers’ roles, perspectives, and
experiences in using technology. User-centeredness is a central feature across these studies.
Sustainability and intercultural communication are discussed in two of the articles, while
technology’s role in supporting musical creativity features in two as well.

Paula Ronkko presents an international, child-centered music e Twinning project in-
volving elementary school students and teachers from the Netherlands, Spain, France, the
Czech Republic, and Finland. In this intercultural learning project, students taught each
other “from country to country” through technology, supported by teachers. The project
culminated in face-to-face meetings and concerts. Various technologies served both as
learning tools and as overarching goals. Ronkké explored, through surveys and interviews,
the meanings teachers and students attributed to the e-learning project in terms of inter-
cultural learning in music. The findings highlight key areas such as knowledge and skill
development, reciprocity, community, motivation, and emotion. The article offers valuable
perspectives for music educators on organizing international activities among children and
designing technology-assisted curricula.

In their theoretical article, Heidi Partti and Katja Sutela address current questions re-
lated to the responsible use of technology in music education in the post-digital age. They
analyze technology from the perspective of eco-social theory and discuss ecological, social,
and cultural sustainability. Economic sustainability could also be considered. According to
the authors, an eco-socially literate music educator guides students to critically listen to the
environment and consider which sounds are worth preserving for future generations. They
emphasize the carbon footprint of technology, the limits of natural resources, and the envi-
ronmental implications of production, while also noting social concerns such as child labor
(Bacciarelli & Aufiero, 2023). Their discussion of Al literacy in music education resonates
with Paananen’s (2023) model of musical eco-literacy, particularly its cognitive dimension,
where critical, systemic thinking is a key learning goal.

In his article, Javier Sanchez Pérez examines the pedagogical interaction between com-
position and intercultural communication in DAW-based learning environments. Multiple
musical traditions are central to Finland’s national core curriculum for music education.
The research thus contributes to culturally sustainable pedagogy, where the teacher plays a
vital role as cultural mediator in digital composition. Qualitative data revealed that empha-
sizing cultural diversity in DAW-based composition enhanced students’ motivation, sense
of community, and appreciation of cultural diversity. Multicultural learning environments
also fostered transcultural productions that blended traditional and modern forms of
expression. Technology here functions as both a preserver and innovator of musical tradi-
tions. Teacher guidance proved essential in addressing challenges related to cultural appro-
priation, DAW software’s Western aesthetic biases, and the limits of cultural diversity.

In conclusion, this special issue underscores the transformative role of technology in
music education. It calls for educators to engage with both the potential of Al and tradi-
tional music technologies in ways that are ethical, sustainable, culturally sensitive, and ped-
agogically sound. The articles presented here offer new perspectives on how educators and
learners can navigate the evolving technological landscape.

I would like to express my sincere gratitude to the external international reviewers for
their invaluable contributions to ensuring the quality of the articles in this special issue, as
well as to the FJME editorial board and production team for their support throughout the
publication process. I hope this issue inspires new ideas and insights for the future of tech-
nology-based music education.
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Paula Ronkko

™ Intercultural learning of music through an
eTwinning project in primary school

n many countries, the curricula for primary education call for international collabo-
Iration and the practice of intercultural encounter skills. Intercultural projects aim to

promote understanding and appreciation of cultural diversity, as well as orientation
towards a sustainable future, equality and responsibility (Finnish National Board of Edu-
cation, 2016).

Previous research has shown that the intercultural learning of music may offer partici-
pants valuable experiences of learning and interaction (Bartleet et al., 2020; Joseph et al.,
2019). Through music, individuals can learn to engage with and understand one another
(Ilar1 et al., 2013; Marsh, 2019). At the same time, the literature also suggests that teachers
often feel that their grasp of the diverse fields of music or technology is insufficient (Bartleet
et al., 2020; Joseph et al., 2018; Kim, 2021; Suomi et al., 2022) or that they face ethical
challenges when teaching music from other cultures (Schippers & Campbell, 2012).

This study examines a three-year collaborative learning project involving five Euro-
pean schools in which primary school children participated in international European
activities. Collaborative learning was implemented remotely through an e€Twinning online
project and culminated in a week-long face-to-face learning experience and concerts.
Schools from Finland, France, Spain, the Czech Republic and the Netherlands took part
in the project. In this study, international learning refers to collaborative learning and in-
teraction between participants living in different countries (Galvin et al., 2020). The study
aimed to gain an understanding of the international music learning process between pri-
mary schools by answering the research question, “How do primary school teachers and
students perceive the contribution of an e€ITwinning project to the intercultural learning of
music?”

Background and previous research

eTwinning

Through eTwinning, a European online community for schools, teachers can find part-
ners from other countries and set up international projects. eIwinning provides a safe and
free platform for teachers and pupils across Europe to collaborate on projects. While the
Erasmus+ programme has previously targeted adult learners or teaching staff (Breznik &
Skrbinjek, 2020), the project in this study involved fifth-grade students in compulsory basic
education, offering them the opportunity to participate in European intercultural activities
both online via eTwinning and face to face through Erasmus+ mobility experiences.

Previous studies on eTwinning have explored teachers’ perspectives and experiences,
as well as their views on the impact of projects on pupils’ motivation, learning and inter-
action. Teachers have reported that €Twinning positively impacts pupils’ motivation and
enables them to gain knowledge and experiences that the teachers themselves would not
have been able to provide (Camilleri, 2016; Gajek, 2018; Galvin et al., 2020). Although in-
ternational blended and online learning has become more common among schoolchildren
(Galvin et al., 2020) and music is included in many eTwinning projects, the musical activ-
ities and experiences of primary school children in this context have been less frequently
studied.
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In Greece and Italy, research has examined how the eIwinning environment has
strengthened the sense of community in special education groups (Casamassima, 2013;
Tsampatzidis, 2021). These projects included the creation of a Braille library and various
music materials. Since the number of studies on European intercultural blended learning
of music among children under the age of 12 in primary schools is limited, this work ex-
pands the framework to include global studies on international online and blended music
learning among participants of different ages.

Intercultural and virtual music learning

Online work has shifted from searching for information to producing, sharing and
engaging in creative interactions through social media (Ruthmann & Hebert, 2018; Wal-
dron et al., 2018). Various social communities have emerged where music teachers can
share their knowledge and ideas. The culture of participatory media has partly transi-
tioned from informal activities to the school environment (Ruthmann & Hebert, 2018).
With the pandemic, online music learning has become more widely used in formal educa-
tion (Gibson, 2021; Johnson, 2020; Park, 2022). Although online teaching has been found
to be particularly effective for music instruction in higher education institutions, it cannot
completely replace high-quality face-to-face music teaching (Martinez Hernandez, 2021).
In previous studies, students have been asked about their perceptions of distance learning
in relation to their online learning skills, attitudes and practices (Nsairat et al., 2022). The
concept of collaborative online international learning (COIL) has also been implemented
in a study on music education (Nethsinghe et al., 2023).

Previous studies have suggested that multicultural music education can promote chang-
es in participants’ attitudes and understanding of diversity (Ilari et al., 2013; Joseph et
al., 2018). However, teachers often report that they lack adequate training to teach music
from a culture that is unfamiliar to them (Joseph et al., 2018). Presenting a wide range of
music through singing or playing is challenging for both students and teachers (Bartleet
et al., 2020; Suomi et al., 2022). Challenges associated with teaching multicultural music
also include fearing inauthenticity, presenting music out of context or even being disre-
spectful to the culture (Schippers & Campbell, 2012). Nevertheless, singing songs from
other countries can broaden students’ understanding of cultural diversity, bring joy to
learning and enhance community spirit and well-being (Bartleet et al., 2020; Ilari et al.,
2013; Joseph et al., 2018; Lindgren et al., 2016; Marsh, 2019).

Technology offers opportunities to open windows to other cultures. As a combination
of face-to-face and online teaching, music education can be an effective vehicle for ex-
ploring culture and diversity, building positive attitudes and producing good learning out-
comes and joy in learning for students of different ages (Joseph et al., 2019). Collaboration
with musicians and composers can also be highly inspiring and educational. However,
teachers may not feel ready to utilise or experiment with collaborative technology in their
music teaching (Cremata & Powell, 2017). Teachers’ cultural competence and intercultur-
al music knowledge can be developed through online teaching, and building collaborative
networks across national borders may increase the understanding and appreciation of
different genres, cultures and languages in music classrooms (Nethsinghe et al., 2023).
Jenkins and Crawford (2016) found that primary school teachers utilised blended learning
with satisfaction, particularly when supported by mentoring. Teachers reported increases
in their own and their students’ skills and commitment during the project. Similarly, a
study of a project between higher education institutions in Australia and Spain found that
students quickly developed a cross-cultural understanding and learned numerous songs
from another culture (Joseph et al., 2019). Janice Waldron (2017) reported significant
increases in motivation and commitment in a project in which groups of 13—16-year-old
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students from Spain and the UK collaborated to compose music as part of the European
OpenSounds community in 2013. Teachers have cited their technological competence
(Kim, 2021), occasional technical malfunctions and the pronunciation of foreign song
lyrics (Joseph et al., 2019) as challenges in intercultural teaching. Westerlund et al. (2021)
presented recommendations for future music education research and practice, including
reflective and professional learning in intercultural encounters, intercultural professional
development and international professionalism. Teacher training should include instruc-
tion that increases the understanding and appreciation of cultural diversity (Bond & Rus-
sell, 2021; Ilari et al., 2013; Westerlund et al., 2020).

Methods

This study examines an international collaborative blended learning project in five pri-
mary schools. Interactions committed to sociocultural activities form the context of the
learning process. Sociocultural learning is collaborative and interactive, with the goal

of internalising what is being learned (Wertsch, 1991). It is considered the optimal way
to achieve a deep understanding of music and to promote cultural understanding (Ilari
et al., 2013). In the project, a community of practice was formed among the participants
(Wenger, 1998), and the sociocultural theory of communities of musical practice (CoMP)
was applied (Barrett, 2005; Kenny, 2016). The researcher was a participant in the com-
munity and thus also part of the nexus of practice. This familiarity gave the children con-
fidence to share their thoughts about their participation. However, the researcher needed
to remain aware of their role in this social action.

This qualitative study adhered to ethical guidelines for research to ensure compliance
with ethical standards (Finnish National Board on Research Integrity, 2019). Informed
consent was obtained from the participating children, their parents, the teachers, the head
teachers of the schools and the local education authority, where appropriate.

Project description

In this research initiative, five European countries carried out a music project con-
tinuously over three academic years, including asynchronous and synchronous online
learning and weeklong exchanges. The eIwinning virtual learning component was at-
tended primarily by fifth-grade students, as well as by some students from other grades.
During the project, songs were shared and learned in all the languages of the project
countries and in a common language, English. The study focused on Finnish fifth-grade
pupils (11 years olds) who, with parental consent, were also allowed to participate in ex-
changes through the Erasmus+ programme. The teachers in the project remained the
same throughout its duration, but the students participating in exchanges varied for each
mobility experience. Finnish students travelled to the Gzech Republic, the Netherlands
or France, which resulted in three case studies related to a broader three-year project.
During the exchange week, students attended schools in another project country and or-
ganised concerts together, performing songs they had rehearsed remotely. The teachers
involved in the exchange were class teachers specialising in music. The project aimed to
teach music and art from other countries while strengthening knowledge and skills related
to European culture and citizenship. The project encompassed not only the international
exchange of information but also intercultural encounters and interactions occurring both
remotely and face-to-face.
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Figure 1. Description of the project to illustrate online and offline collaboration through communication platforms,
student interactions and cultural exchange events.

The project utilised eIwinning’s TwinSpace online platform, as well as Skype, You-
Tube, emails, school websites and social media (see Figure 1). In all participating coun-
tries, most students also had a pen pal each from another country. Surprise boxes were
assembled in each country and exchanged with other project countries.

In the research project, virtual learning differed from pandemic-related learning in
that students were not at home but actively engaged as members of their school communi-
ties. Collaborative learning culminated in face-to-face activities. The aim of this study is
not to analyse what was learned in specific learning environments but to provide an over-
all understanding of how primary school teachers and students perceive the contribution
of the eIwinning project to the intercultural learning of music.

Data and participants

The research data were collected through a survey sent to teachers and semi-structured
paired interviews with Finnish students who participated in both the eIwinning online
learning activities and mobility experiences. Supplementary data included ethnographic
observations, free-form discussions, a research diary, materials from the learning environ-
ments, videos and pictures. The data used in this study were collected during the second
and third years of the project (see Table 1).

A total of eight teachers responded to the survey: five Finnish teachers and three teach-
ers from other countries. The countries of residence of these three teachers are not men-
tioned in the reporting of the results to ensure anonymity. The questions were in English,
but the teachers were allowed to answer them in their mother tongue if they wished. The
responses were received in Finnish and English.

The questionnaire for the teachers included four background questions and eleven
open-ended questions. The background questions sought to gather information about the
participants’ previous experience with conducting projects, how they positioned them-
selves as project participants, the participating students and the size of the school com-
munity. The open-ended questions explored topics such as how the teachers described the
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Type of | Participants Country N Visited Visiting time of | Code used
data Erasmus+ Erasmus+ country | in report
country (1 week)
Survey Teachers Finland 5 All project all project years T
France 1 countries
Spain 1
The Netherlands 1
N=8
Interview | Students Finland 8 Czech Republic | 2" project year, St-C-1
(twice (about 11 April St-C-2
foreach | yearsold)
student) Finland 12 | The Netherlands | 3" project year, St-N-1
August St-N-2
Finland 6 France 34 project year, St-F-1
N=26 May St-F-2
Supplementary data: ethnographic observations, free-form discussions, a research diary,
materials from learing environments, videos and pictures

Table 1. Description of research materials.

added value of the project compared to previous teaching practices in the school commu-
nity, the main goals, integration into the curriculum, challenges, impacts on learning and
teaching music, the practical implementation of the project and, finally, any additional
insights the teachers wished to share.

The pupils were interviewed in pairs during the distance-learning phase and again
after the mobility experience. The interviews were videotaped and lasted approximately
40 minutes each. The students were initially asked an open-ended question: What would
you like to tell me about this project? They were subsequently asked about what they had
learned during the project, what they considered the best aspects of the project, what they
thought could have been done differently, what students in other schools should consider
if they wanted to implement or participate in a similar project and what challenges relat-
ed to the practical implementation of the project were encountered. Finally, the students
were asked if there was anything else they would like to share.

Data analysis

All the material was initially transcribed and carefully read several times to gain an
overall picture. The data were analysed using a data-driven approach based on Braun
and Clarke’s (2006; 2019) guidelines for reflexive thematic analysis: 1) become familiar
with the data, 2) generate initial codes, 3) search for themes, 4) review themes, 5) define
themes and 6) write up the results. The themes were developed based on the meanings
and patterns visible in the data and aligned with the research question.

The analysis continued by comparing the themes identified from the teachers’ and
students’ responses, revealing similarities that allowed for the themes, to be combined.
In addition, the ongoing analysis was cross-referenced with ethnographic observations,
learning environment materials, free-form discussions and the research diary to validate
the findings in relation to the research question.

Although it is possible to combine deductive and inductive approaches in reflexive
thematic analysis (Braun & Clarke, 2019), the data analysis of the study was not guided
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by a pre-determined codebook or coding frame. As there is little research available on
collaborative online international music learning in primary schools, creating a reliable
pre-determined codebook would be challenging. Thus, an inductive approach is the most
relevant starting point for the analysis (Braun & Clarke, 2006). However, sociocultural
theory (Barrett, 2005; Kenny, 2016) and previous studies on intercultural and virtual mu-
sic learning presented in the article were considered at all stages of the research.

Findings

Four themes were found in the data: 1) learning knowledge and skills, 2) reciprocity, 3)

a sense of community and 4) motivation and emotions. In their responses, the teachers
reflected on the significance of the project activities, particularly from the children’s per-
spective but also in terms of their own professional growth. The children expressed clear
enthusiasm when discussing their participation in the project.

Learning knowledge and skills

The results highlight the participants’ experience of the project as having developed
their knowledge and skills, especially in the areas of musical, digital, and linguistic com-
petence. According to the teachers, the students learned various musical skills, including
exploring a new world of rhythm, becoming familiar with composing and writing lyrics,
gaining knowledge about musical instruments, playing and singing and discovering differ-
ent musical cultures. They also learned to use 1Pad applications in music education. The
students learned songs from different countries remotely through eITwinning and were
given opportunities to create asynchronous learning materials, such as song videos. New
cultural artifacts emerged through collaborative interaction as participants created com-
positions and lyrics together.

This year, we chose ‘I Like the Flowers® in English as the common song, and new lyrics were written in
each country’s language based on a French song (‘Dire Bonjour®). The children also learned a new kind
of rhythmic world—for example, through Spanish songs. We engaged in rhythm-making with Moges,
composing and writing lyrics (inventing new lyrics for the songs) and singing via Skype. [T-a]

The interviews revealed the children’s desire to be actively involved in the project.
They wanted to make suggestions for project activities and created learning materials
for the children from other countries, either independently or with guidance from their
teachers. The children demonstrated responsibility when preparing for musical events and
concerts. Each student reported practising songs independently.

During the exchange week, the students participated in international concerts with
children from other countries. They also performed music at a national concert held at
their own school alongside their schoolmates. The learned songs and skills were shared
with schoolmates, teachers and the concert audiences. The students indicated that songs
and singing games from other countries were relatively easy to learn with the help of vid-
cos. However, they believed that learning these songs would have been very challenging
without the project.

We taught Finnish songs, at least ‘Sinisid punasia ruusunkukkia’ [Finnish_folk song] and Ystévina tut-
lavan?’ [chuldren’s song], and shared something about our own lives. 1t’s nice when students from another

country have learned a Finnish song and send us a video of it. [St-C-1-a]

We were taught the Daada song [popular music] in the Netherlands. It worked out very well. [St-N-2-c]
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Playing the cornet was fun. [St-N-2-b]

We taught songs at the back of the bus, such as ‘Itsy Butsy Spider’, “Twinkle, Twinkle, Little Star’ and
Sinsid punasia ruusunkukkia’ [folk song]. Other children taught us songs on the bus, but I don’t know
the names of the songs. At least we kept up with the melody. [St-C-2¢]

1t would have been difficult to learn songs from other countries without this project. We wouldn’t even
have sung that much. [St-N-2-f]

Technology served as both a learning tool and a goal for the project. ¢€Iwinning’s
TwinSpace online platform was praised for creating a sense of community and facilitating
material sharing. Skype was also used for video-mediated, real-time online discussions
and learning sessions. Videos of the events were published on YouTube’s encrypted pages.
The participants used the technical tools that were easiest and most effective in the cur-
rent learning process while also gaining new skills in using technology for teaching. The
teachers also learned about technology during their meetings.

eTwinning facilitates communication belween countries, creales easter connections and brings a sense of
belonging to the project. [T-g]

We have had training weeks for teachers, where we became familiar with some iPad applications (iMo-
tion, wStopmotion, iMouvie, Garageband, elc.), recording, TwinSpace, etc. [T-a]

The use of technology in connection with music or other outputs plays a big role. However;, pen and
paper are also important. We have learned, for example, how to make animations, how to use different
instruments when playing and how to sing songs in different languages or with different vouces, etc. [T-d]

[...] using Skype or e Twinning for video conferences, singing songs, organising concerts, exhibitions,
making posters, presentations, art about their own country and the other countries and mobulities to other
countries. [1-¢]

The students reported making their own music videos in which they introduced songs
to children in another country after first learning them at their own school. They also
became familiar with technology by creating, for example, school presentation videos, re-
cordings in class or in a music studio, animations, video compilations of photos and Pow-
erPoint presentations. They learned to use the iPad for a variety of purposes, becoming
familiar with tools such as Mogees, Garageband and iMovie.

We have made music videos for the other countries. Afier the trip, we made a video using iMovie, and we
made PowerPoint presentations about our lives. [St-F-2-a]

We went to a music studio to record songs. [St-N-2-¢]

Online connections enabled the participants to meet peers, sing and chat via TwinS-
pace or Skype. The participants also interacted asynchronously through videos shared
on the TwinSpace online platform. Asynchronous materials allowed for school-specific
schedules so that videos and pictures could be seen at convenient times and revisited mul-
tiple times. According to the responses, only a few students had direct access to the Twin-
Space online environment, as it was primarily used by teachers.
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Foreign languages were learned through singing, writing and reading letters, presenta-
tions and online and face-to-face conversations. The children recognised the importance
of language skills. Songs were sung not only in the lingua franca, English, but also in all
the national languages of the participating countries. Practising the vocabulary of foreign
languages was often the most challenging aspect of learning songs.

Interest in languages has increased through the project, and for two years now, French language groups
have been implemented in the elective subjects of fve [11-year-olds]. [T-a]

Learning songs in another language is very challenging for both pupils and teachers. We study the lyrics
Sirst (trying to understand them), [then] the pronunciation and [finally] the melody. [T-h]

1 have learned a lot of English. And now I dare to speak il. [St-F-2-b]

Reciprocity

The analysis revealed that sharing and reciprocity were important for both teachers
and students. The teachers highlighted how they had shared ideas with each other and
had learned new things together. They reported gaining knowledge about pedagogy, mu-
sic and technology and, importantly, other cultures and lifestyles.

This project has made my teaching job better; it has gwen me the opportunity to meet great professionals,
experience other realities and learn how other educational systems are organised. [T-¢]

The mobility participants not only visited each other’s Erasmus school classes but also
involved all students in the receiving school in the visits of teachers and students from
another country. This participation occurred partly during lessons and also through joint
concerts.

We visited some classes [and] showed the other chuldren our country, school, way of lfe... We taught songs
and dances and, of course, we held meetings to organise and arrange the development of the project. [T-f]

Peer learning and reciprocity played a significant role in the children’s participation
in the project. In addition to creating music videos, letters and surprise boxes were ex-
changed, and during face-to-face meetings, the children taught each other not only music
but also crafts and arts. According to the children, they also independently created oppor-
tunities to teach children from other countries enjoyable songs or games from their own
cultures.

We taught the other students a clapping game during recess. [St-N-2-a
Earlier this yeay, the Finns taught students and teachers how to play the kantele. [St-C-1-b]

Sense of community

The teachers’ responses indicated that a sense of community and belonging developed
both within their own schools and across national borders. The teachers expressed hope
that the students would learn to understand diversity and view people more broadly as
equal members of diverse societies.

We want to cross borders and make children aware [of] and learn from other countries and cultures. We
think we can use music i this project in a perfect way. [T-e]
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The most important thing s that the children learn that the world is bigger than their own space. For ex-
ample, you need to learn another language to communicate with children across borders. Music is a won-
derful way to do so. The children are really motivated to learn other languages (including songs) because
they see why they need it. [T-¢]

Perhaps the most important contribution ts understanding and accepting diversity. Music ts the unifying

Jactor: [T-d]

The students felt that they received safe and supportive guidance for their participa-
tion, both during distance learning and in face-to-face meetings. The teachers’ tips on
how to interact with others helped the children make friends. While the children valued
the personal relationships created, they also considered their agency in the project from
a community perspective. They saw themselves and other participants as members of a
larger community beyond the classroom, united by a common goal.

The others’ visit to Finland last year was great. It was a big event. It was wonderful that everyone
worked so hard together to prepare for the visit and celebration. [St-C-1-d]

1 hope I will make new friends. [St-F-1-f]

We liked the same things and did everything together, even though we didn’t know each other’s languages.
[St-C-2-g]

1 have exchanged phone numbers with my pen pal, and we also communicate via WhatsApp. 1 hope we
will be friends for a long time. [St-C-2-¢]

Motivation and emotions

The teachers reported increased motivation among the children. Motivation towards
school in general increased, with a particular interest in foreign languages, singing and
playing instruments. Teachers noted increased joy and motivation, as well as improved
communication skills.

The shared songs have inspired the students, and they find it motiwating to sing the same songs with others. [T-b]

Our project has improved motivation, interaction and the way of learning For example, if they have to write a
letter in English, 1t is more motwating if they have a real recipient, and besides, later; they receiwe an answer. [T-f]

The children enjoy it immensely, and they learn a lot from each other [T-c]
1t is wonderful to see the joy of the children in doing things together, playing football and singing in concerts. [T-g]

The increase in motivation was also visible in the students’ responses across many con-
texts. The students were motivated by the opportunity to actively participate and by the
fact that their music videos and letters were sent to peers in another country rather than
just to their own teacher. It was particularly motivating for the Finnish children to see
how participants from other countries were eager to learn Finnish songs using the videos
they created. These participants aimed to learn the songs as well as possible and then sent
their performances back to be viewed.

It was fun to see what songs they sent us. It inspired me to sing and play more myself” [St-F-1-¢]
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Each student answered the first open-ended question, “What would you like to tell me
about this project?”, expressing the feelings and moods evoked by the project. New friend-
ships and a sense of community fostered by the project were felt to be very meaningful.
The students also reflected on changes in themselves, highlighting how their encourage-
ment and self-confidence had increased in various areas, including speaking a foreign
language and interacting with others. The children believed that courage was one of the
most significant lessons learned through the project.

1t’s been great lo be involved. [St-F-1-b]

The thing Ive learned the most is self-confidence. [St-F-2-c]

1If we ever had another similar project, I would definitely participate again. [St-C-2-c]
Discussion

In the collaborative international learning project in this study, the working process pro-
gressed from international asynchronous and synchronous online learning to face-to-face
meetings and concerts. The project was multidimensional, multimodal, multichannel and
multilingual, which brought its own challenges to the study.

The aim of this study was to gain an understanding of how primary school teachers
and students perceive the contribution of the ¢Twinning project to the intercultural learn-
ing of music. The findings highlight that the participants considered knowledge and skills
learning, reciprocity, a sense of community, motivation and emotions as central and im-
portant outcomes of the project.

Learning took place in virtual settings, supporting students’ mutual community and
peer learning through synchronous and asynchronous online methods. According to the
participants’ responses, the materials provided by the ¢ITwinning online environment,
as well as online collaborative learning and singing, enabled the awakening of a sense of
community and belonging already during the virtual learning phase. Previous studies
have similarly shown that eIwinning online projects have a positive impact on building a
sense of community, self-esteem and motivation (Camilleri, 2016; Gajek, 2018). The pro-
ject enhanced students’ feelings of fellowship and community spirit, thereby contributing
to their wellbeing, cultural understanding and interaction skills. The students felt that
they were active agents in the project, accomplishing their goals collaboratively. This was
reflected in their positive attitudes, joy and sense of empowerment.

Emotions play a major role in the development of belonging, and previous studies have
similarly highlighted the important role of emotions in initiating and supporting intercul-
tural learning (Jokikokko & Uitto, 2017; Walton et al., 2015).

The students expressed that they also practised songs independently to ensure success-
ful joint music-making. The flipped classroom approach emerged naturally as part of the
process. Additionally, the project incorporated content from other subjects through phe-
nomenon-based and inquiry-based learning.

The project, which lasted three years, encompassed a wide range of content and re-
quired a strong commitment from the participants. Being part of the project was regarded
positively, and the participants sought to present their involvement in a favourable light.

The main challenges mentioned were the pronunciation of song lyrics. However, as
one participant stated, “the most important thing has not been to avoid mistakes but the
collaboration”. According to the respondents, occasional technical glitches and the qual-
ity of the videos they produced may have also affected learning (see Joseph et al., 2019).
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Previous studies have noted that while teachers enjoy using online and blended teaching
methods, they often need support (Cremata & Powell, 2017; Jenkins & Crawford, 2016;
Kim, 2021). In the project studied here, teachers did not explicitly mention technological
challenges, as promoting digital skills was one of the project’s goals. Instead, they received
support from each other through team teaching, sharing ideas and training together.
According to the Finnish-speaking respondents, integrating the implementation of an in-
ternational project into the national curriculum was more challenging in Finland than in
other countries. The teachers’ responses and free-form discussions showed that the project
clearly inspired and motivated them as well.

The results of the study suggest that in a project perceived as successful, teachers view
the use of ICT (Information and Communication Technology) not only from the perspec-
tive of teaching and teachership but also from the perspective of learning, the student,
content knowledge, pedagogy, the entire school community and society at large while
also considering intercultural and global aspects. A particularly significant finding in this
study is the teachers’ experience of being able to transfer the various pedagogical, cultural
and musical practices and ideas they observed—as well as the digital skills they learned—
into their own teaching practices and to share these skills with the wider school commu-
nity. It is highly likely that the €Twinning project can create long-term impacts at both the
individual and community levels.

Concerts and celebrations form an essential part of the musical activities of schools.
Concerts always include a preparation process and reflect how schools view their students
and the values they wish to communicate to the broader community, as well as the values
they aim to impart to children and young people (Nikkanen & Westerlund, 2017). In the
project schools’ concerts, all students and the audience had the opportunity to participate
in singing and dancing. During international activities, important intracultural encoun-
ters also took place. Reciprocity and mutual feedback were meaningful to the participants
in various musical learning processes and concerts.

The teachers emphasised that teachership and a love for children are common traits
among teachers, regardless of nationality and culture. The European countries and cul-
tures involved in the project are relatively familiar to the teachers, so their responses did
not reflect cultural attitudes to the same extent as reported in previous studies involving
cooperation between the northern and southern hemispheres (Westerlund et al., 2021).
However, both teachers and students reflected on the changes observed in the students,
particularly in their increased courage in social and linguistic skills and their heightened
motivation towards school. The teachers found it rewarding to learn new songs and ex-
plore different musical cultures, while the students expressed even more strongly that,
without the project, learning songs from other cultures would have been very challenging.

When working in an international learning environment, culturally ethical and sen-
sitive issues also come into play. In recent years, there has been public discussion about
how music from another culture can be taught in ways that avoid reinforcing stereotypes
or even insulting another culture. Salminen (2021) cites Article 27 of the UN Convention
on the Rights of the Child, which states that everyone has the right to practise culture,
but she also raises the question of who has the right to decide which culture is represented
(Salminen, 2021). Previous studies have examined whether children’s international pro-
jects reinforce stereotypes (Perry & Southwell, 2011; Walton et al., 2015). In this project,
participants from each country decided which songs they wanted to present to others and
what aspects of their culture and life they wished to share.

This study is case study in nature, which may limit the ability to draw broader conclu-
sions or make predictions based on the study’s findings. I hope my research will inspire
further studies on children’s intercultural learning from diverse perspectives. Potential
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topics for future research could include students’ social growth in multimodal interactions
and the reciprocal intercultural learning of music and art to open up new directions for
development in intercultural education.

Conclusion

An international project can bring joy, a sense of belonging and the development of
knowledge and skills to the learning and teaching of music in primary schools. Collabora-
tive international learning can also promote the professional growth of teachers and con-
tribute to lifelong learning. The participants’ shared goals and reciprocity may strengthen
their sense of community and inspire a desire to act for the common good.

An international music project provides opportunities to build bridges of friendship
and respect between cultures by creating spaces for cultural expression, cooperation and
understanding. Future teachers should be encouraged to utilise international projects,
such as €Twinning, as part of diverse learning approaches. It can be assumed that the par-
ticipating students’ knowledge and competence related to the culture and art of their own
region also became stronger. Intercultural projects offer participants the opportunity for
comprehensive development.
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Abstrakti

Kulttuurienvilinen musiikin oppiminen eTwinning-yhteistyoprojektissa

‘ Y iimeaikaiset tutkimukset verkossa tapahtuvasta musiikin kansainvilisesta oppimi-
sesta ovat keskittyneet padasiassa aikuisopiskelijoihin, ja alakoulujen musiikin kan-
sainvalista verkko-oppimista on tutkittu toistaiseksi vahan. Kulttuurienvalinen op-

piminen voi tarjota osallistujille arvokkaita oppimis- ja vuorovaikutuskokemuksia. Opettajat
kokevat kuitenkin usein, ettei heilla ole riittavaa ymmarrysta vieraiden kulttuurien musiikin
opettamisesta. Kansainvalinen yhteisollinen projekti voi tuoda uudenlaista osaamista, jos
opettajat rohkaistuvat hyddyntamaan teknologiaa kansainvilisen projektin kdynnistamisek-
si. Taman tutkimuksen kansainvalinen yhteistydhanke toteutettiin e Twinning-verkkoprojek-
tin kautta ja huipentui kasvokkain tapahtuviin tapaamisiin ja konsertteihin. Tutkimuksella
haluttiin saada ymmarrysta siitd, millaisia merkityksia alakoulun opettajat ja oppilaat koke-
vat e Twinning -projektilla olevan musiikin kulttuurienvaliselle oppimiselle. Kolmivuotiseen
hankkeeseen osallistuivat Ranska, Hollanti, Espanja, Tsekki ja Suomi. Tutkimuksessa kay-
tettiin kysely- ja haastatteluaineistoja, jotka analysoitiin temaattisesti. Tulokset osoittavat,
ettd tietojen ja taitojen oppiminen, vastavuoroisuus, yhteisollisyys, motivaatio ja tunteet
olivat keskeisia ja merkityksellisia musiikin interkulttuurisessa oppimisessa hankkeen aikana.

Teknologia toimi sekd oppimisvélineena etta projektin tavoitteena. Tutkimus tarjoaa uusia

nakokulmia kansainvalisen oppimisen toteuttamiseen kouluissa seka ajankohtaista tictoa

perus- ja opettajankoulutuksen suunnitteluun.

Asiasanat: monimuoto-oppiminen, yhteiséllinen oppiminen, Erasmus+, eTwinning, interkulttuurinen oppiminen,
kansainvlinen oppiminen, musiikki, verkko-oppiminen, alakoulu

FJME 02 2025 Vol. 28



https://doi.org/10.1080/14613808.2017.1339027
https://doi.org/10.1080/09518398.2014.891772
https://doi.org/10.1017/CBO9780511803932
https://doi.org/10.2307/j.ctv1pncrnd
https://doi.org/10.1177/1321103X211026007

27

Abstract

Intercultural learning of music through an eTwinning project
in primary school

ecent studies on international online music learning have focused on adult learn-

ers, while research on collaborative online international music learning in primary

schools remains scarce. Intercultural learning may offer participants valuable
experiences of learning and interaction. Teachers often feel that their grasp of teaching
music from foreign cultures is insufficient. An international collaborative project could in-
troduce new kinds of expertise if teachers are encouraged to utilise technology to initiate
such a project. The collaborative international learning project in this study was imple-
mented through the eTwinning online project and culminated in face-to-face meetings
and concerts. This study explores how primary school teachers and students perceive the
contribution of the eTwinning project to the intercultural learning of music. The countries
participating in this three-year project were France, the Netherlands, Spain, the Czech
Republic and Finland. The research employed survey and interview data, which were sub-
jected to thematic analysis. The findings suggest that the participants considered knowledge
and skills acquisition, reciprocity, a sense of community, motivation and emotions as central
and important outcomes of the project. Technology served as both a learning tool and a
goal for the project. This study provides new insights into organising international activities
among children and timely knowledge for the design of primary and teacher education.

Keywords: blended learning, collaborative leaming, Erasmus+, eTwinning, intercultural learning,
international learning, music, online learning, primary school
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Heidi Partti & Katja Sutela

>J Ekososiaalinen musiikkikasvatus post-
digitaalisella aikakaudella: Suuntaviivoja
vastuulliselle teknologian hyodyntamiselle

Johdanto

eknologian nopea kehitys ja sen laaja kdytté musiikkikasvatuksen kdaytannoéissa ovat

tuoneet mukanaan monia mahdollisuuksia niin oppimisen, saavutettavuuden kuin

oppilaiden osallisuuden ja toimijuuden nakékulmasta. Naita mahdollisuuksia on
viime vuosina tarkasteltu esimerkiksi musiikkikasvatusteknologialle omistetuissa antolo-
gioissa (esim. Himonides ym., 2017; Ruthmann & Mantie, 2017; Waldron ym., 2020) seka
Fournal of Music, Technology and Education -aikakauslehdessd. Musiikinopetuksessa teknologia
mahdollistaa esimerkiksi (yhteistoiminnallisen) musisoinnin ja musiikillisen oppimisen,
luovan itseilmaisun, omien teosten jakamisen ja osallistumisen erilaisiin (globaaleihin)
musiikillisiin yhteisoihin. Myos tekodlysovellukset ovat nopeasti muotoutumassa musii-
kinopetusta tukevaksi tyokaluksi (Sanchez-Jara ym., 2024). Ne mahdollistavat esimerkiksi
arviointikaytant6jen tarkentamista sekd toistuvien tehtavien automatisointia (Holster, 2024;
Shaw, 2024). Toisaalta koneoppimistekniikoita hyédyntiva ja informaatiota tehokkaasti
kasitteleva ja sen pohjalta uutta sisaltod luova generatiivinen tekoaly (Generative Artificial
Intelligence) tarjoaa runsaasti mahdollisuuksia luovien prosessien edistamiseen, taitojen opet-
tamiseen, integroivan oppimisen tukemiseen, musiikkiin kohdistuvan ymmarryksen lisda-
miseen ja musiikkipedagogiikan kehittdmiseen (Viakeva, 2024). Holsterin (2024) mukaan
suuret kielimallit, kuten GPT-4, tukevat musiikkikasvattajien ty6ta tarjoamalla raatiloityja
materiaaleja esimerkiksi eri tyylilajeista, historiasta tai musiikin teorian keskeisistd kasitteista
sekd harjoituksia ja tuntisuunnitelmia, jotka vastaavat tietyn ikdiryhman oppilaiden erityis-
tarpeisiin. Esimerkiksi saveltamisen opetuksessa opettaja voi hyodyntda tekodlysovelluksia
luodakseen tehtévia, jotka sisdltavat musiikillisia ideoita, rakenteita ja tekniikoita oppilaiden
tutkittavaksi. Empiirinen tutkimus generatiivisen tekoalyn kaytosta musiikin opetuksessa
on vasta aluillaan. Tahan mennessa julkaistujen kirjoitusten (ks. esim. Li & Wang, 2024;
Sanchez-Jara ym., 2024; Vikeva, 2025; Vikeva & Partti, 2025) seka esimerkiksi sosiaalisen
median kanavissa (esim. Facebookin Mitd tehdd musatunnilla -ryhma) jaettujen kdaytannon
esimerkkien perusteella voimme kuitenkin olettaa, etta tekodlyn integroiminen musiikkikas-
vatukseen on jo nyt ainakin jossain maarin muuttamassa perinteisia pedagogisia kaytantoja.

Tarkastelemme tassa kasitteellisessa artikkelissa teknologian vastuulliseen kaytt6on liit-

tyvid kysymyksia musiikkikasvatuksessa. Teknologia-termilld tarkoitamme téssa yhteydessa
erityisesti musiikkikasvatuksessa hyodynnettavia digitaalisia valineita seka tieto-, viestin-
td- ja aaniteknitkkaa, kuten ohjelmistoja, laitteistoja, jarjestelmid, prosesseja, menetelmid
ja tyokaluja, joita voidaan hyddyntdd monin eri tavoin musiikin oppimisessa, ilmaisussa,
jakamisessa ja kokemisessa. Teknologisten vdlineiden sijaan tarkastelumme kohteena on
laajemmin teknologian vastuulliseen hydodyntdmiseen liittyvat mahdollisuudet ja haasteet.
Hy6dynnamme ekososiaalisen musiikkikasvatuksen (Foster & Sutela, 2024; Sutela, 2023)
teoreettista viitekehysta pyrkiessimme tunnistamaan, milta osin teknologia voi yhtaalta
edistad ja toisaalta rajoittaa thmisten ja luonnon hyvinvointiin liittyvien tavoitteiden saavut-
tamista koulussa ja muissa muodollisen musiikkikasvatuksen ympéristoissa.
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Tutkimuksen tausta, tavoite ja menetelmt

Artikkelin laht6kohtana on ymmarrys yhteiskunnasta, joka on suhteellisen lyhyessa ajas-
sa digitalisoitunut siind maarin, etta vallitsevaa aikakautta voidaan luonnehtia postdigitaali-
seksi (ks. esim. Kolb ym., 2021). Postdigitaalisuudella on eri alojen tutkimuskirjallisuudessa
viitattu siirtymaan pois pelkastd digitaalisten tyokalujen ja teknologioiden korostamisesta
kohti syvempaa ithmisten ja digitaalisen maailman vuorovaikutuksen tarkastelua (Clements
2018, 51). Postdigitaalisuudessa ei siis ole kyse digitaalisen aikakauden pdatoksestd, vaan
pyrkimyksesta kuvata siirtymaa, jossa digitaaliset teknologiat ovat integroituneet niin kiin-
teasti osaksi elamaa, ettei niitd endé koeta erillisina muusta toiminnasta tai ymparistosta.
Koulun musiikinopetuksessa postdigitaalisuus ja sithen liittyva teknologian arkipaivaistymi-
nen on havaittavissa esimerkiksi opetuksen tyotavoissa, jotka yha useammin joko perustuvat
tai hyodyntavit musiikkiteknologiaa ilman, etta asiaan valttamatta kiinnitetdédn erityista
huomiota tai teknologian kayttoon liittyvia valintoja syvéllisesti reflektoidaan (Partti ym.,
2023). Musiikkiluokassa on saman oppitunnin aikana mahdollista vaikkapa musisoida
Garagebandia, Soundtrapia tai vastaavaa audiotydasemaa hyodyntden, kuunnella tai kat-
sella musiikkiesityksid suoratoistopalveluista, hyodyntdad opettajan nuotintamisohjelmassa
valmistamia ja alytaululle jakamia sovituksia sekd saveltad musiikkia Sunon tai muiden
tekodlysovellusten avustuksella. Toisaalta myds (elektro)akustiset soittimet pitivat edelleen
pintansa, eikd teknologian mukaan tuominen opetukseen vélttimatta sulje pois perintei-
sempia musisoinnin muotoja ja kehollisten tyGtapojen integroimista teknologista vélineistoa
hy6dyntiavaan musiikinopetukseen (Juntunen, 2017). Postdigitaaliselle aikakaudelle tyypilli-
sesti fyysinen ja digitaalinen oppimisymparist kietoutuvat yhteen avaten mahdollisuuksia
monimuotoisille oppimisen tavoille, joiden merkitys on nostettu keskeiseen asemaan mydos
perusopetuksen opetussuunnitelman perusteissa (Opetushallitus, 2014, s. 22). Koulun ope-
tuksessa teknologia ymmarretaan sekd oppimisen kohteeksi ettd valineeksi (Opetushallitus,
2014, s. 23), joskin opetussuunnitelman perusteissa oppimistavoitteet on kuvattu sangen
valjasti ja ne jattavat ndin ollen runsaasti tulkinnanvaraa teknologian kayttétavoista musii-
kinopetuksessa.

Postdigitaalisen siirtyman myota teknologiaan liittyvat huolestuneet ja kriittiset aanen-
painot ovat myos lisaantyneet. Kouluihin vaaditaan kannykkakieltoja ja yha useammat ko-
kevat tarvetta saannollisille somepaastoille ja muille digitaaliteknologian vaikutusta rajoitta-
ville toimille. T4até kirjoitettaessa helsinkilaisia opettajia hammentad kaupungin kasvatuksen
ja koulutuksen toimialan valiaikainen tekoalya hyodyntavien tyckalujen ja sovellusten kayt-
tokielto (Sinkko-Westerholm, 2025). Siind, missa monia varhaisempia teknologiaa koskevia
kirjoituksia leimasi innostunut odotus digitaalisten valineiden mahdollisuuksista mullistaa
musiikkikasvatuksen oppimista ja opetusta sekda demokratisoida musiikillisen osallisuuden
mahdollisuuksia, viimeaikainen tutkimus on kehottanut mm. koulutusteknologiapuheen
ja teknologisten valintojen kriittiseen arviointiin (Huovinen & Rautanen, 2019; Mertala,
2022; Partti & Seppénen, 2024). Kasvatuksen ja teknologian suhdetta on kuvattu innos-
tuksen, toivon ja pettymyksen toisteiseksi kehéksi (Selwyn, 2011, s. 715), eikd generatiivisen
tekodlyn kehitys vaikuta ainakaan haastavan tatd dynamiikkaa. Toisaalta juuri tekodlyyn
liittyvit pedagogiset, juridiset, poliittiset, eettiset ja ekologiset kysymykset ovat siind maarin
ajankohtaisia, ettei tarvetta teknologian kaytt6on liittyville kriittiselle musiikkikasvatuksen
tutkimukselle voi aliarvioida. Syvallisempi ymmarrys ja keskustelun painopisteen siirta-
minen teknologiataidoista teknologian tarjoumiin (gffordances)' seka sen mahdollisuuksiin
edistaa ja rajoittaa thmisten ja planeetan hyvinvointia on tarpeen my6s musiikkikasvattajien
jokapaiviisen tyon kannalta. Teknologian toiminnan mahdollisuuksien kriittinen tarkastelu
on erityisen keskeista koulun musiikinopetuksessa — onhan teknologian vastuullinen kaytt6
ja sithen liittyvien eettisten kysymysten pohdinta yksi perusopetuksen tehtavistd (Opetushal-
litus, 2014, s. 22). Koska teknologian vaikutus yhteiskunnan rakenteisiin ja instituutioithin
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on postdigitaalisessa maailmassa usein nakymaton, kasvatuksen rooli sen nakyvaksi tekemi-
sessd ja kriittisessd arvioinnissa on erityisen tirkea.

Menetelmallisesti tamé artikkeli on teoriasynteesi (Jaakkola, 2020), jonka tavoitteena on
vahvistaa ymmarrystd ekososiaalisen musiikkikasvatuksen sovellettavuudesta vastuullisen
teknologian kédyton tukena. Perustamme teoriasynteesimme ekososiaalisen musiikkikasva-
tuksen teoriaan ja sen osoittamiin nakokulmiin teknologian kdytdssa, joita tdydenndmme
eettiselld tarkastelulla. Tama kasitteellinen artikkeli sovittaa yhteen nykyisen ekososiaalista
musiikkikasvatusta ja musiikkikasvatuksessa kaytettya teknologiaa kasittelevan kirjallisuuden
ristiriitaisuudet ja yhteneviaisyydet ja tarjoaa néin suuntaviivoja vastuulliselle teknologian
kaytolle tulevaisuudessa. Analyysi koostui seuraavista vaiheista: 1) musiikin opetuksessa kéy-
tettavin teknologiaa koskevan kirjallisuuden kartoittaminen, 2) teknologian kayttoon liitty-
vien haasteiden artikulointi kirjallisuuden avulla, ja 3) vastuullista teknologian kaytt6d kos-
kevan kokoavan ymmarryksen rakentaminen ekososiaalisen musiikkikasvatuksen teorian ja
opettajan kriittisen teknologisen lukutaidon kasitteen ja tarkasteltujen tutkimusten pohjalta.

Teoreettisen tarkastelumme taustalla on ymmarrys opettajasta tiedostavana ja kriittisend
yhteiskunnallisena vaikuttajana (Freire, 2005/1970; Tomperi ym., 2005), jonka rooli ope-
tuksen sisaltoon, rakenteisiin, kdytantoihin ja valineisiin liittyvien eettisten kysymysten ja
sosio-ekologisten vaikutusten tunnistamisessa on erityisen keskeinen. Pohdimme, millaista
osaamista opettaja tarvitsee kyetdakseen arvioimaan teknologian hyddyntamiseen liittyvid
kysymyksid ekososiaalisesta ndkokulmasta ja milld tavoin musiikinopettajankoulutus voist
tukea téllaisen kriittisen teknologisen lukutaidon rakentumista.?

Ekososiaalisen musiikkikasvatuksen lihtokohtia

Planeettamme kohtaa parhaillaan ennenniakemattomii haasteita ilmastonmuutoksen,
biodiversiteetin kaventumisen ja kokonaisten ekosysteemien tuhoutumisen kautta (UNEP,
2025). Tama ekologinen kriisi koskee ympariston lisakst myds laajemmin yhteiskuntia

ja yhteis6jd. Luonnonvarojen ehtyminen ja ilmastonmuutos nakyvét jo nyt eri puolilla
maailmaa mm. metsdpaloina, tulvina, pitkittyneind kuivuuskausina ja sadonmenetyksind,
jotka puolestaan johtavat lisddntyviin konflikteihin ja muuttolitkkeeseen (UNHCR, 2022).
Niiden ongelmien ratkominen vaatii paitsi valittdmia yhteiskunnallisia toimenpiteitd, my0os
ajattelutavan muutosta. Ekososiaalisen ldhestymistavan taustalla on ajatus, ettd sosiaalisilla
ja ekologisilla ongelmilla, kuten ylikuluttamisella ja ilmastonmuutoksella, on yhteiset juuret
modernissa, individualistisessa ja thmiskeskeisessd maailmankasityksessa. Tallainen maa-
ilmankasitys vaalii haitallista narratiivia ihmisen poikkeuksellisuudesta suhteessa muuhun
luontoon ja yllapitad kestimatontd elamantapaa (Martusewicz ym., 2015). Ekososiaalinen
ajattelu perustuu ymmarrykselle elaman verkostomaisuudesta: thmisten, toisten lajien ja
ekosysteemien hyvinvointi kietoutuvat erottamattomasti toisiinsa (Salonen & Bardy, 2015).
Sen sijaan, ettd esimerkiksi teknologiaa, talouskasvua tai inhimillistd kukoistusta tarkastel-
taisiin erillddn maapallon kantokyvyn mahdollisuuksista, ekologisten ja sosiaalisten ongel-
mien yhteenkietouminen edellyttad ilmiéiden ja niiden valisten suhteiden kokonaisvaltaista
hahmottamista.

Planeetan ja thmisten hyvinvoinnin haasteet ovat saaneet myds musiikkikasvatuksen tut-
kijat pohtimaan, mika rooli musiikkikasvattajilla ja heidan edustamillaan instituutioilla voisi
olla vastuullisen ja kestdvan eldmantavan edistimisessd (esim. Paananen, 2023; Shevock &
Bates, 2019; Varkoy & Rinholm, 2020). Mustikkikasvatus on sosiokulttuurinen kaytanto ja
siten erottamaton osa yhteiskunnan rakenteita. Se muovautuu yhteiskunnassa tapahtuvien
ilmi6iden — kuten ilmastonmuutoksen, monikulttuurisuuden ja teknologian kehityksen —
mukana ja toisaalta vaikuttaa nithin. Musiikin tutkimukseen nojaavassa ekomusikologiassa
kaytetty ekomusiikin késite kuvaa thmisen ja luonnon vilistd vuorovaikutusta ja kuulo-
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kulmaa, jossa korostuu toisten — my6s ei-inhimillisen luonnon — kuuntelu ja ymparist66n
sulautuminen (Torvinen & Valiméki, 2019). Néin ollen musiikki voi avata uusia tapoja
ymmartad luonnon ja ihmisen toiminnan yhteenkietoutumista sekd auttaa kasittelemaan
ymparistokriisethin liittyvia tunteita. Musiikkiin kdtkeytyy my6s muutospotentiaalia, joka
vol toimia henkilokohtaisten ja yhteiskunnallisten muutosten ajurina (ks. esim. Kertz-Wel-
tzel, 2022). Ekososiaalinen musiikkikasvatus tunnistaa musiikin potentiaalin mutta myos
kasvatuksen eettisen vastuun, joka ndyttiaytyy pedagogisten toimintatapojen, menetelmien
ja pddmadrien jatkuvana kriittisend arviointina ja tarvittavina muutoksina. Ekososiaalinen
musiikkikasvatus on ekologisesti ja sosiaalisesti tiedostava ldhestymistapa, jossa tunnistetaan
thmisten ja muiden elamidnmuotojen keskindinen riippuvuus ja ollaan valmiita toimimaan
ja loytiméaan ratkaisuja arkipaivan monimutkaisiin ekososiaalisiin ongelmiin musiikkikasva-
tuksen kontekstissa (Foster & Sutela, 2024; Sutela, 2023).

Ekososiaalinen musiikkikasvatus kiinnittyy ekososiaaliseen taidekasvatuksen teoriaan,
jossa kehollisuus, kuvittelukyky ja huolenpito ndhdaan ekososiaalisesti tiedostavan ja kesté-
van elamanorientaation mahdollistajina (Foster ym., 2022). Kehollisuus viittaa fenomenolo-
glassa esitettyyn ajatukseen, jonka mukaan yksilo ei ole erillddn eletystd kehostaan ja ympé-
ristostaan (Merleau-Ponty, 1945), vaan luo daneen ja musiikkiin pohjautuvaa todellisuutta
jatkuvassa vuorovaikutuksessa muiden elavien olentojen ja myo6s ei-inhimillisen maailman
kanssa. Kehollista maailmasuhdetta vahvistava musiikkikasvatus virittaa tulkitsemaan uu-
delleen kietoutumista koko elonkirjoon. Kuvittelukyky viittaa puolestaan kykyyn luoda uut-
ta (esimerkiksi sdveltdd) empaattisesti ja ekologisesti ja sosiaalisesti vastuuta kantaen. Moni-
aistinen, tunteita ja monenlaisia tietimisen tapoja yhdistavd musiikkikasvatus tukee kuvit-
telukykyd, joka puolestaan mahdollistaa toiseuden, mahdollisten maailmojen, toisenlaisen
tulevaisuuden ja toivon kuvittelun. Huolenpidolla tarkoitetaan niitd musiikkikasvatuksen
kaytantdja ja asenteita, jotka edistavat kunnioittavaa suhtautumista kaikkiin elamédnmuotoi-
hin (Foster & Sutela, 2024). Keskinaista huolenpitoa vaaliva musiikkikasvatus auttaa huo-
maamaan ja arvostamaan elamin monimuotoisuutta. Tallainen eldiméntapa, yhteiskunta ja
kulttuuri rakentuu ekososiaalisen sivistyskasityksen (Salonen & Bardy, 2015) pohjalle.

Ekososiaalinen sivistys (Salonen & Bardy, 2015) pohjautuu sellaiselle vastuulliselle maail-
masuhteelle, jonka varassa kestavaa tulevaisuutta edistetddn varmistamalla samanaikaisesti
ekosysteemien elinvoima ja sosiaalinen oitkeudenmukaisuus seka pyrkiméalld hyvaan vuoro-
vaikutukseen monilajisessa sosiaalisessa yhteisossd. Vastuullinen maailmasuhde perustuu
ymmarrykseen siitd, ettd ihmisten, yhteiskuntien ja luonnon hyvinvointi ovat keskindisessa
vuorovaikutuksessa ja riippuvuussuhteessa toisiinsa korostaen keskindista vastuuta ja huo-
lenpitoa. Vastuullisen maailmasuhteen valttimattdmyys korostuu my6s perusopetuksen
opetussuunnitelman perusteissa (Opetushallitus, 2014), jonka mukaan oppilaita tulisi ohjata
kestavan elamantavan omaksumiseen:

Ekososiaalisen swistyksen johtoajatuksena on luoda eldmdntapaa ja kulttuuria, joka vaalii thmisar-
von loukkaamattomuutta, ekosysteemien monimuotoisuutta ja uusiutumiskykyd sekd samalla rakentaa
osaamispolyaa luonnonvarojen kestaville kaytille perustuvalle kiertotaloudelle. Ekososiaalinen siwistys
merkitsee ymmdrrystd erityisesti tmastonmuutoksen vakavuudesta sekd pyrkimysta tovmia kestévdsti.
Thminen kehattid ja kayttda teknologiaa sekd tekee teknologiaa koskevia padtoksii arvojensa pohjalta.

Hiinelldi on vastuu teknologian ohjaamisesta suuntaan, joka varmistaa thmisen ja luonnon tulevaisuuden.
(Opetushallitus, 2014, s. 8)

Ekososiaalisen sivistyksen keskeisid arvoja ovat vastuullisuus, kohtuullisuus ja vastavuoroi-
nen suhde toisiin ithmisiin ja muunlajisiin eliéihin (Salonen & Bardy, 2015). Téarkeaa on myo6s
rakentaa ymmarrysta toisiin thmisiin ja koko elonkehaidn kytkeytyvistd vapauksista ja vastuista.
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Ekososiaalisesti sivistyneen musiikkikasvattajan ammatillisuuteen lukeutuu keskeisend osa-
na kyky tarkastella toisiinsa kietoutuneita ekologisia ja sosiaalisia kysymyksid sekd ymmarrys
elamai yllapitavien tekijoiden tarkeysjarjestyksestd (Salonen & Bardy, 2015). Koska yhteis-
kunta ilman kukoistavia ekosysteemeja on mahdottomuus, hyvan elaman rakentaminen ta-
louden ja kulutuksen jatkuvan kasvun varaan eriarvoisuuden ja luonnon ekosysteemien eh-
tymisen hinnalla on kestaimatonta (Salonen & Bardy, 2015). Néin ollen (musiikki)kasvatuksen
tehtéva el rajaudu tietojen ja taitojen oppimiseen ja yhteiskuntaan sosiaalistumiseen, vaan
kiinnittyy laajempaan tavoitteeseen ekologisen kestavyyden ja sosiaalisen oitkeudenmukai-
suuden edistamisestd. (Musiikki)kasvattajalla tuleekin olla kyky kuvitella ja edistad oppilaiden
yksilollisia eldmanpolkuja, joissa merkityksellinen elam4 ja ekologinen elaménorientaatio
kietoutuvat toisiinsa.

Tulkintamme mukaan opettajan ekososiaalinen sivistys on ainakin joltain osin késitteel-
lisesti lahelld kriittisen pedagogiikan ymmarrysti opettajasta aktiivisena yhteiskunnallisena
vaikuttajana ja kriittisen tietoisuuden herittelijand. Siind missa kriittisen pedagogiikan ta-
voitteet liittyvat erityisesti vallan ja ideologian tunnistamiseen thmisoikeuksien ja tasa-arvon
edistamiseksi, ekososiaalinen sivistys laajentaa kriittistd tarkastelua nykyisten ja tulevien su-
kupolvien kukoistukseen planetaaristen rajojen puitteissa. Molemmissa kehyksissd keskeistd
on kasvatuksen mahdollisuus ja tehtava yhteiskunnallisten epakohtien purkamisessa, mutta
kriittisen analyysin lisaksi keskeistd on myds vaihtoehtoisten ajattelutapojen osoittaminen,
toivon perspektitvin luominen ja niin ollen mahdollisuuden avaaminen nykyista parem-
paan tulevaisuuteen (Salonen & Bardy, 2015; Tomperi ym., 2005). Tama puolestaan vaatii
opettajalta reflektiivista ajattelua sekd oppilaiden rohkaisua yhteiseen oppimiseen ja toisina-
jatteluun. Ekososiaalisen musiikkikasvatuksen nakokulmasta teknologian kdyton keskeinen
kysymys liittyykin sithen, miltd osin musiikinopetuksessa tehtavat teknologiset valinnat tuke-
vat thmisen ja luonnon hyvinvointia nyt ja tulevaisuudessa (ks. myds Opetushallitus, 2014, s.
8). Naitd mahdollisuuksia tarkastelemme ldhemmin seuraavassa osiossa.

Teknologia ekososiaalisen musiikkikasvatuksen palveluksessa

Hyvinkin erilaiset tydtavat ja -vélineet, mukaan lukien digitaaliteknologia, voivat palvella
kehollisuuteen, kuvittelukykyyn ja huolenpitoon kiinnittyvan ekososiaalisen musiikkikas-
vatuksen tavoitteita. Pyrkimyksemme ei ole tarjota listaa teknologian ”suositeltavista”
kayttotavoista, vaan jasentad teknologian tarjoumia ekososiaalisen musiikkikasvatuksen
nakokulmasta. Tarkasteluamme ohjaa Fosterin ja Sutelan (2024, s. 5) ehdotus lahestymis-
tavoista ekososiaalisen musiikkikasvatuksen ja kestavan elamanorientaation edistamisekst:
1) Adnimaisemaan virittiytyminen auttaa vaalimaan yhteenkuuluvuutta koko elonkirjoa
kohtaan, 2) 44dnimuistot auttavat tunnistamaan, miten aaniymparistot vaikuttavat ihmis-
ten ja muiden olentojen elaméddn ja muuttuvat ajan saatossa ja 3) yhteissaveltaminen
koko elonkirjon kanssa auttaa ymmartamaan luovuutta synnyttavid tekijoitd ja keskinaista
riippuvuussuhdetta. Todellisuudessa naima kolme lahestymistapaa eivit ole erillisida vaan
monilta osin kietoutuneita toisiinsa seka teoriassa ettd kdaytanngssa. On my6s hyvd huomi-
oida, ettd kestavaa elaméntapaa edistavad musiikkikasvatusta voi toteuttaa lukemattomin
eri tavoin, joskin tarkastelussamme korostuvat erityisesti ddnimaisemien ja ymparistosta
nousevien aanimuistojen tarjoamat mahdollisuudet. Esittimdmme esimerkit eivit siis sulje
pois musiikkikasvatukselle tyypillisid toiminnan muotoja, kuten laulaminen, soittaminen ja
musiikkilitkunta. Pikemminkin olemme pyrkineet koostamaan alle sellaisia esimerkkeja, joi-
den arvioimme tarjoavan erityisen kiinnostavia mahdollisuuksia thmisen ja ei-inhimillisen
ympdriston valisen suhteen tarkasteluun, musiikin merkitysten reflektointiin (Opetushalli-
tus, 2014, s. 422) sekd kestavan hyvinvoinnin ja yhteiskunnallisten ilmiéiden pohtimiseen
(Opetushallitus, 2014, s. 423).

FJME 02 2025 Vol. 28




33

Aanimaisemaan virittiytyminen

Ekososiaalisen musiikkikasvatuksen nakokulmasta danimaisemaan virittaytyminen voi-
daan ymmartaa dialogisena prosessina ja sosiaalisena suhteena, jossa ei ole ennalta maarét-
tya kommunikatiivista muotoa ja joka saa osallistujat virittdytymaan avoimeen ja rakenta-
vaan vuorovaikutukseen (Kankkunen, 2023; ks. myos Buber 1995/1923). Aanimaisemaan
virittaytymisessd tima dialoginen suhde kytkeytyy eettiseen asenteeseen, joka sisaltda vasta-
vuoroisuuden, mydtatunnon ja luottamuksen (ks. myos Foster & Sutela, 2024).

Dialogisen danimaiseman kuuntelun voidaan tulkita olevan keskeinen osa oppimis-
prosessia, jossa pyritdan syvempaan ymmarrykseen itsestd, maailmasta ja toiseudesta
(Kankkunen, 2023). Vuorotellen vaikuttaminen ja vaikuttuminen kuvaavat ihmisen ja koko
elonkirjon valistd suhdetta, jossa ihmiselld on mahdollisuus tarkistaa ja laajentaa omaa
ymmarrystaan oman toimintansa seurauksista ymparoivaan aanimaailmaan. Nain ollen
dialogiseen kuunteluun liittyvat my6s daanellisen vallan ja vastuun kysymykset (Kankkunen,
2023). Millaiset aanet kuuluvat ymparistossimme, millaisia 4ania arvostetaan ja mita hil-
jennetadn? Dialoginen kuuntelu nostaa esille sen, kuinka arvostamme toisten ithmisen ja
koko elonkirjon kanssa jacttua adnimaisemaa. Taméan pohdinnan yhteydessa voi my6s kasi-
telld oppilaan kanssa omaan danenkdyttoon liittyvia epavarmuuksia.

Virtuaaliset ja immersiiviset oppimisymparistot voivat tarjota monia mahdollisuuksia
virittaytya erilaisiin ddnimaisemiin. Esimerkiksi sademetsien, aavikoiden ja sulavien jaati-
koiden adnimaisemiin voi tutustua moniaistisesti verkkopohjaisessa tai VR/AR-teknologiaa
(virtuaali- ja lisatty todellisuus, engl. virtual reality, augmented reality) hyodyntévassa oppi-
misymparistossd. Samalla tavalla voidaan oppia ymmartamaan kotoisia, havidmassa tai
muuttumassa olevia danimaisemia. Esimerkiksi metsan avohakkuun vaikutukset linnustoon
ja ympardiviaian aanimaisemaan voivat olla arvokkaita oppimiskokemuksia ja lisata tietoi-
suutta muuttuvasta ymparistosta. Lisaksi paikallisten lintujen aanié voi opiskella erilaisten
sovellusten avulla ja ndin ymmartaa paremmin aanimaiseman lajikirjoa. Julkisten tilojen
solvat aani-installaatiot voivat puolestaan muuttaa kokemusta kaupunkitilasta, haastaa tai
laajentaa niihin liitettyjd merkityksia, rikastuttaa urbaanin ympéristén aanimaisemaa tai
kiinnittad huomiota itsestaan selvind pitimiimme postdigitaalisen yhteiskunnan ongelmiin.
Esimerkiksi keskustakirjasto Oodi on hyédyntanyt aani-installaatioiden mahdollisuuksia
monin eri tavoin. Siind missa vuonna 2024 soinut Sirja Puurtisen E-waste -aaniteos kasitteli
suhdettamme elektroniikkajétteeseen, jatkuvassa kdytossa oleva aanimajakka on osa kirjas-
ton pyrkimystd esteettomyyteen kertoen adnen avulla sisaankaynnin tarkan sijainnin myo6s
nakovammaisille.

Dialogisen danimaiseman kuuntelun harjoittelun tavoitteena on edistaa eettisesti kes-
tavaa osallisuutta yhteisessa ymparistossa (Kankkunen, 2023). Ekososiaalisesti sivistynyt
musiikkikasvattaja ohjaa oppilaita kuuntelemaan ympariston ja yhteison aania kriittisesti.
Tama puolestaan vaatii opettajalta taitoa ohjata oman elinympariston kulttuuristen merki-
tysten tunnistamiseen ja arvostamiseen seka vastuullisen ymparistosuhteen rakentamiseen.
Kankkusen (2023) mukaan oppilaita voidaan myds konkreettisesti osallistaa koulun tilo-
jen adnimaiseman suunnitteluun ja toteutukseen, esimerkiksi jarjestamalla hiljaisia tiloja,
jarjestimilld musiikkiesityksid tai suunnittelemalla dani-installaatioita. Ainimaisemaan
virittaytyminen tukee my6s aanenkayton ehtojen ja aanen/musiikin kaikkialle ulottumisen
vaikutusten kriittista tarkastelua suhteessa yhteisesti jaettuun arkeen ja ymparistoon.

Aanimuistojen hyédyntaminen

Adnimuistot ovat moniaistista, emotionaalista ja usein tiettyyn paikkaan kiinnittyvai tie-
toa, joita yksilét ja yhteisét kantavat kehoissaan (Foster & Sutela, 2024; Harris, 2015). Aini-
muistoja voidaan heratella erilaisten aaniymparistoa havainnoivien ja omaa kokemushis-
toriaa tiedostavien harjoitusten kautta, kuten aanikavelyilld ja lapsuuden danimuistojen re-
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flektoinnin avulla (mummolan kello, vilituntikello, lasten ohjelman tunnari). Adnikavelyihin
voidaan yhdistad esimerkiksi digitaalinen ddnipéivakirja, jonka avulla omien danimuistojen
tallentaminen, pohtiminen ja jakaminen muiden kanssa on mahdollista. Useat kouluissa
yleisesti kdytossd olevat audiotybasemat mahdollistavat my6s yhteisolliset aaniprojektit, esi-
merkiksi tietyn paikkakunnan kulttuurisia 4dnimuistoja, lauluperinnetti tai eri sukupolvien
valisid aanikeskusteluja kasittelevien podcastien tekemisen.

Teknologia mahdollistaa my6s paasyn jo mahdollisesti elinymparistosta kadonneiden
aanten maailmaan esimerkiksi erilaisten arkistojen kautta. Arkistojen ja tallenteiden avulla
on mahdollista heritella muistoja alemmista vuosikymmenista ja elamastd tuolloin. Millai-
sia 4ania esimerkiksi tuttuun koulumatkaan liittyl ailemmin ja millaisia tinaan? Tallainen
muistojen ja kadonneiden dédnimaisemien esiin kutsuminen on yhteydessda hauntologian ka-
sitteeseen (Derrida, 1994; Fisher, 2022), joka musiikinopetuksen kontekstissa avaa nakymia
menneisyyden, nykyisyyden ja tulevien aikatasojen limittymiseen musiikillisessa identitee-
tissa ja kulttuuriperinnéssa. Tekoalysovellukset tarjoavat yha uusia mahdollisuuksia 4dnen
rekonstruktiolle, joka voi auttaa elvyttimaan jo kadotettuja ddniymparist6ja. Tallenteiden
ja rekonstruktioiden vertailu nykypaivan d4niin auttaa tiedostamaan aanimaiseman ja sitd
kautta kokonaisen kulttuurin muutosta. Tama puolestaan mahdollistaa ekososiaalisesti
tiedostavan ymmarryksen thmisen toiminnan vaikutuksista inhimilliseen ja ei-inhimilliseen
maailmaan (Foster & Sutela, 2024). Teknologia voi liséksi tarjota mahdollisuuksia danimuis-
tojen moniaistiseen lahestymiseen. Miltd esimerkiksi ndyttdd ja tuntuu tuttu 4dnimaisema
visuaaliseksi spektrogrammiksi muunnettuna, ja voisiko visuaalinen representaatio aanesta
toimia litkkeen ldhtokohtana?

Ekososiaalisesti sivistynyt musiikkikasvattaja ohjaa oppilasta tietoiseen danimuistojen tal-
lentamiseen ja kannustaa pohtimaan, mitd videoita ja aanitallenteita arvostaa silnd maarin,
ettd haluaa niiden sailyvan vield vuosikymmenten paahan. Samalla voidaan yhdessd pohtia
tallentamiseen liittyvia eettisid ja ekologisia kysymyksid, kuten missé tilanteessa ja milla eh-
doin tallentaminen on perusteltua ja sallittua.

Yhteissaveltdminen

Yhteissdaveltiminen tarkoittaa musiikin luomista vuorovaikutuksessa muiden thmisten
tal ympdériston danimaailman kanssa. Késitteena ddnimaailma pitaa sisillidn seka dinta
tuottavat lahteet mutta my6s tilan akustitkan, hiljaisuuden, hélyn ja kaiun urbaanissa tai
luonnonympéristossd. Yhteissaveltiminen voi avata mahdollisuuksia herkistya ympéroiville
aanille, ymmartaa ihmisen ja ympariston vuorovaikutusta sekd laajentaa musiikin tekemista
yksilokeskeisestd ilmaisusta kollektiivisekst ja tilannesidonnaiseksi prosessiksi (Foster & Sute-
la, 2024). Teknologia voi edesauttaa vastuullisen maailmasuhteen kehittymistd yhteissavel-
tamisen keinoin.

Mustikkikasvatuksen tutkimuskirjallisuudessa teknologian kaytté musiikinopetuksessa
kytkeytyy hyvin usein saveltimiseen ja muuhun musiikin luovaan (yhteistoiminnalliseen)
tuottamiseen. Huomionarvoista on myds, ettda musiikin opetussuunnitelman perusteissa
teknologian kéytt liitetddan oppilaiden luovaan ilmaisuun (Opetushallitus, 2014, s. 423).
Erilaisten audiotydasemien hyodyntdminen sekd niitd taydentavat elektroniset ja digitaaliset
soittimet ja laitteet ovat koulun musiikinopetuksessa tyypillinen tapa hyédyntdé teknologian
mahdollisuuksia musiikillisten ideoiden keksimisen ja tydstdmisen tueksi. Vaikka yhteissd-
veltiminen on luonnollisesti mahdollista my6s ilman teknologisia apuvilineitd, digitaaliset
alustat mahdollistavat pilvipohjaisen yhteissaveltdmisen, jolloin musiikin danittaminen,
muokkaaminen, tuottaminen ja jakaminen onnistuu myos reaaliaikaisesti sijainnista huoli-
matta. Teknologisten valineiden harkittu kdytto voikin avata mielekkaitd mahdollisuuksia
sellaiselle yhteistoiminnalliselle luovalle tyGskentelylle sekd musiikillisen toimijuuden vah-
vistumiselle, joka ei edellyta oppilailta aiempaa kokemusta tai korkeaa taitotasoa (esim.
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Juntunen, 2017). Tekoaly- sekda VR/AR-sovellukset laajentavat entisestadan mahdollisuuksia
kollektiiviselle 4dniymparist6jen tuottamiselle ja tutkimiselle tarjoamalla vélineita esimer-
kiksi eri taiteen lajeja yhdistelevalle luovalle tuottamiselle tai reaaliaikaiselle improvisaatiolle
tekodlyn tuottamien virtuaalimuusikoiden kanssa immersiivisissd ddnimaisemissa.

Ekososiaalisen musiikkikasvatuksen ndkokulmasta teknologian tukema yhteissaveltami-
nen voi parhaimmillaan tukea paitsi luovaa itseilmaisua, myos kykya tutkia maailmaa ja
omaa paikkaansa siind (Partti & Seppanen, 2024). Lahiymparistossd voidaan tehdé kent-
ta-ddnityksia tallentamalla mobiililaitteille tindaan syntyva aanimuisto, esimerkiksi luonnon
tai litkenteen rytmikas elementti (ttkan nakutus, vesipisaran putoaminen, suojatien ylityk-
sen merkkiaani). Tallenne on mahdollista myohemmin danieditointiohjelmalla luupata,
kasitelld ja kayttaa ddni-installaation, improvisaation tai savellyksen lahtokohtana. Nain
aaniympdriston tutkiminen limittyy luontevasti luovaan yhteistoimintaan, joka ei rajoitu
ainoastaan ithmisten véliseksi toiminnaksi. Samalla oppilaiden kanssa voidaan pohtia mu-
sitkin olemusta: edellyttaaké musiikki inhimillistd intentiota, vai voiko myds muunlajisten
kommunikaatio tai ei-inhimillinen 44ni olla musiikkia (ks. esim. Paananen, 2023)? Tekno-
logia-avusteinen ja inhimillisen ja ei-inhimillisen daniympériston yhdistava luova prosesst
avaa nakyman my0s luovan prosessin verkostomaiseen ja keskindisriippuvaiseen toimijuu-
teen, jossa lopputulos on enemman kuin osiensa summa. Samalla yhteissdveltamisen kautta
voidaan harjoitella kuuntelemista, neuvottelua seka joustavuutta ja valmiutta ajatella ja
tehda asioita toisin.

Teknologian kiyton eettisii haasteita

Kuten edelld kuvasimme, teknologian kaytté avaa musiikinopetuksessa runsaasti mahdolli-
suuksia oppilaiden ekososiaalisen sivistyksen tukemiseksi. Samalla teknologian kayttémah-
dollisuuksia arvioitaessa on kriittisesti tarkasteltava my0s niitd tekijoita, jotka haastavat tai
suorastaan estavat kehollisuuteen, kuvittelukykyyn ja huolenpitoon kiinnittyvan ekososiaali-
sen musiikkikasvatuksen toteutumista (ks. esim. Holdhus ym., 2022; Huovinen & Rautanen,
2019). Koska teknologiset vilineet ja laitteet kiinnittyvit lukemattomin tavoin globaaliin ta-
louteen ja sen tuotantoketjuthin, pyrkimysta teknologian vastuulliseen kayttdon tulee ohjata
my6s ymmarrys sen vaikutuksesta ekologiseen, sosiaaliseen ja kulttuuriseen kestavyyteen.

Ekologinen kestavyys

Teknologian kehityksen ja kayton suhde luonnon kestokykyyn on monitahoinen. Yhtaal-
ta kehittyneet teknologiat voivat vahentaa materiaalihukkaa, edistdd energiatehokkuutta
ja auttaa tunnistamaan ja ratkomaan ympdristduhkia (Nizeti¢ ym., 2019). Tyoelaméssa
digitalisaatio on vihentdnyt niin paperin kulutusta kuin matkustamisen tarvetta. Toisaalta
teknologian negatiiviset ymparistévaikutukset ovat mittasuhteiltaan merkittavat. Laitteiden
valmistukseen tarvittavat maametallit, vaikeasti kierratettava elektroniikkajate, digitaaliseen
litkenteeseen vaadittava sihkénkulutus ja muut teknologiaan littyvit ymparistongelmat
ulottuvat suoraan my6s musiikkiteknologian kehitykseen ja kdyttoon (Lange ym., 2020).
Mustikin ja videoiden suoratoisto esimerkiksi kdyttdd runsaasti datakeskusten kapasiteettia
(Beuscart ym., 2023). Lisaksi musiikkiteknologian kaytolle tyypillistda on merkkiuskolli-
suus, joka johtaa usein laitteiden lyhyeen elinkaareen ja lisda elektronisen jatteen maaraa
(Ramachandran, 2015). Teknologiasektorin hiilijalanjalki ei nailld nakymin ole ainakaan
pienentymassa tekodlymallien kouluttamisen ja kdyton lisddntymisen myota (Konya & Ne-
matzadeh, 2024). Teknologian vastuullista kdyttoa hankaloittaa se, ettd sen ymparistovai-
kutusten kokonaisarviointi on yksittaiselle kdyttdjalle lahes mahdotonta, silld monet vaiku-
tukset ovat epdsuoria, vaikeasti mitattavia tai sisaltavat kuluttajan ulottumattomissa olevaa
tietoa. Lisaksi teknologian arkipaivaistyminen postdigitaalisessa maailmassa on omiaan
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hamartamaian ymmarrystd teknologian vaikutuksista. Esimerkiksi valtavat kuva- ja videotie-
dostot jaavat pilvipalveluthin massaksi, jotka kuluttavat runsaasti energiaa.

Myés musiikinopetuksessa teknologia on usein lasna nakyméttomana toimijana, eivatka
kysymykset laitteiden ja verkkolitkenteen kytkeytymisestd (useimmiten uusiutumattomiin)
luonnonvarothin vélttamatta nouse kriittisen tarkastelun aiheeksi. Oman haasteensa aiheut-
taa opettajien poissulkeminen teknologiaan liittyvasta padtoksenteosta: valinnat siitd, mil-
laisia valineitd, jarjestelmia tai sovelluksia kouluissa kdytetaan, tehddan usein keskitetysti il-
man ettd valinnoista valttimatta kiydaan keskustelua eri toimijoiden kesken. Ekososiaalisen
musitkkikasvatuksen nakékulmasta teknologian hiilijalanjalki, riippuvaisuus maametalleista
ja muut ymparistoongelmat kytkeytyvat erityisesti kysymykseen planeetan huolenpidosta.
Vaikka teknologia mahdollistaa monenlaista hyvaa musiikinopetuksessa, olisi kyettavd myos
keskustelemaan siitd, milta osin musiikkikasvatuksen kdytdnnot, tyGtavat ja -valineet uhkaa-
vat maapallon hyvinvointia ja yllapitavit luonnonvarojen ylikulutukselle ja jatkuvan kasvun
ideologialle perustuvaa elaméntapaa.

Sosiaalinen kestévyys

Negatiivisten ymparistovaikutusten lisdksi teknologia kytkeytyy monin tavoin sosiaalisiin
ongelmiin. Ensinnikin maametallien ja muiden luonnonvarojen kaivaukset voivat johtaa
esimerkiksi lapsity6voiman kdytto6n, thmisoikeusloukkausiin ja alkuperdiskansojen oikeuk-
sien rikkomuksiin (Widana, 2021). Globaalissa taloudessa sosiaaliset ongelmat nakyvat
myos lokaalilla tasolla. Esimerkiksi Suomessa monet kaivosalueet sijaitsevat saamelaisten
vuosisatoja asuttamilla alueilla, eikd saamelaisia ole kuultu maankaytt66n ja kaivostoimin-
taan liittyvissda suunnitelmissa, vaikka heiddn kulttuurinsa ja elinkeinonsa kytkeytyvit vah-
vasti luontoon (Soikkeli, 2021). Ekososiaalisia ongelmia leimaakin usein instrumentaalinen
suhde seka planeettaan ett toisiin thmisiin (Foster & Sutela, 2024; Salonen & Bardy, 2015).
Erityisesti tekodlyn kehittdmiseen liittyvaksi inhimilliseksi riskiksi on tunnistettu generatii-
visten tekodlymallien koulutusmateriaalien seulomisen ulkoistaminen globaalin eteldn tyon-
tekijoille, minkd takia my0s alaikdiset joutuvat usein tydskentelemadn surkeissa olosuhteissa
ja altistumaan traumatisoivalle materiaalille (Bacciarelli & Aufiero, 2023). Hy6tyajattelun ja
markkinaehtoistumisen yleistyessd yhteys itseen, muihin thmisiin ja elonkirjoon, yhteiskun-
taan ja menneisyyteen muuttuvat valineelliseksi. Tamé puolestaan voi johtaa arvottomuu-
den ja merkityksettomyyden kokemuksiin (Salonen & Bardy, 2015), joka atheuttaa pahoin-
vointia paitsi yksilétasolla, on my6s omiaan jarkyttdimaan yhteiskuntarauhaa.

Toisekst kaikilla e ole yhtaldisid mahdollisuuksia teknologian kayttéon. Epétasa-arvoiset
mahdollisuudet voivat johtua yhtaalta konkreettisista esteistd teknologian hyédyntamiseksi.
Esimerkiksi tekodlyn kéytto edellyttidd vakaata sahko- ja verkkoyhteyttd, miké ei ole aina
kaikkien saatavilla. Toisaalta digitaalinen kuilu voi revetd sen mukaan, millaista tietoa ja
osaamista thmisilla on teknologian hyédyntamiseksi. Télloin jakolinjat voivat kulkea paitsi
maantieteellisesti, my6s esimerkiksi sukupolvien, sukupuolten, koulutustaustan, kyvykkyy-
den, tai yksittaisten koulujen, oppilaiden tai opettajien valilld. Tama luo tilanteen, jossa osa
jaa teknologisen kehityksen ulkopuolelle ja menettad osallistumismahdollisuuksia, joita tek-
nologia voisi parhaimmillaan tarjota. Pahimmillaan kahtiajako vahvistaa entisestaan diskri-
minaatiota ja sosiaalista eriarvoisuutta. Musiikin kentalla epatasa-arvoiset mahdollisuudet
hy6dyntédd teknologiaa voivat my6s hidastaa alan tasa-arvopyrkimyksia ja kaventaa luovan
potentiaalin hy6édyntamista. Esimerkiksi suomalaisten siveltdjien ja sanoittajien keskuudes-
sa tehdyn kyselytutkimuksen mukaan naisten ja miesten ero musiikkiteknologian hyédynta-
misessd on edelleen merkittavd (miesten eduksi) ja syntyy jo varhaisessa idssd (Teosto, 2023).
Generatiivisen tekodlyn kasvava kaytto lisdd entisestddn painetta teknologiseen osaamiseen
ja alalla parjddmiseen.
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Kulttuurinen kestavyys

Teknologia voi heikentaa kulttuurista kestavyytta johtamalla kulttuurin yksipuolistumi-
seen ja vaarantamalla kulttuurin elinvoimaisuuden esimerkiksi tekijanoikeusrikkomusten
takia. Lisdksi kulttuurinen moninaisuus voi heikentyd, vaikka teknologia on avannut monia
mahdollisuuksia sen edistaimiseen, kuten esimerkiksi mahdollisuuden erilaisiin musiikkipe-
rinteisiin tutustumiseen aanitteiden kautta. Algoritmipohjaiset suosittelujarjestelmat ovat
kuitenkin omiaan kaventamaan monipuolisuutta suosimalla valtavirran sisdlt6ja. Suuret
teknologiayritykset, kuten Google, Apple ja Meta, hallitsevat merkittavdd osaa digitaalisesta
sisallgsta ja sen jakelusta. Tama antaa muutamalle yritykselle vallan paattida, millaista sisal-
toa kayttajat niakevat ja kuulevat, mika puolestaan johtaa tietynlaisen — usein mainostuloja
edistavan ja vinoutuneen — sisallon esiintymiseen. Pahimmillaan teknologiajéttien ylivalta
johtaa monimuotoisuuden vihenemiseen ja paikallisten, perinteisten tai esimerkiksi harvi-
naisempien kielialueiden kulttuurimuotojen marginalisoitumiseen.

Musiikinopetuksessa kulttuurisen ilmaisun monimuotoisuus voi olla vaarassa teknologian
yksipuolisen kayton takia. Valmiiksi ohjelmoidut musiikkiohjelmistot asettavat reunachdot
sille, mika on tai ei ole mahdollista musiikin tekemisessa (esim. Bell, 2015). Vaikka esimer-
kiksi Garageband tarjoaa matalan kynnyksen ldhestymisen musiikilliseen luovuuteen (esi-
merkiksi valmiiden luuppien hyodyntamisen kautta), teknologian mahdollisuuksien rajoit-
tuminen vain sen perustasolle ei valttamatta rohkaise oppilaita musiikillisten ilmaisutapojen
ja mahdollisuuksien monipuoliseen tutkimiseen (Bell, 2015). Ihmisen luovuutta jaljittelevat
laajat kielimallit heréttavat myos kysymyksen inhimillisen luovuuden roolista. Tulevaisuu-
den musiikinopetuksen polttava kysymys onkin, missa méarin ja milla ehdoin generatii-
vinen tekodly voi yhtéilta tarjota uusia ilmaisullisia mahdollisuuksia ja toisaalta nakertaa
pohjaa oppilaiden kuvittelukyvyn ja kehollisen ilmaisun kehitykselta.

Teknologian vastuulliseen kaytt6on sisdltyy myos kysymys musiikintekijoiden ja muiden
kulttuurisisaltdjen tuottajien tekijanoikeuksista. Suoratoistopalvelut, algoritmipohjaiset suo-
sittelujarjestelmat seké generatiivisella tekoalylla luotu musiikki ja syvavaarennokset (deep-
Jake) seki tekijoiden tulojen pirstaloituminen ja ohjautuminen teknologiayritysten taskuun
ovat esimerkkeja teknologian kehittymiseen liittyvista tekijanoikeudellisista haasteista, jotka
uhkaavat suoraan musiikin ammattilaisia ja siten heikentévat moninaisuudelle ja kaikkien
oikeuksien kunnioitukselle perustuvaa kulttuurista kestavyytta®.

Olemme edellda kuvanneet joitakin teknologian kdyttoon littyvia riskeja, jotka liittyvit
ckologiseen, sosiaaliseen ja kulttuuriseen kestavyyteen. Tama herattaa kysymyksen mu-
siikkikasvatuksen tai yksittaisen musiikkikasvattajan vastuusta tai mahdollisuuksista riskien
arvioinnissa, ja millaista osaamista se opettajalta edellyttda. Tarkastelemme seuraavaksi
teknologian vastuulliseen kayttoon liittyvia kysymyksia erityisesti musiikinopettajan nako-
kulmasta.

Musiikinopettajan kriittinen teknologinen lukutaito vastuullisen
musiikkikasvatuksen perustana

Musiikkikasvatusteknologiaa koskevassa tutkimuskirjallisuudessa usein esiin nouseva teema
on opettajien teknologiseen osaamiseen liittyva huoli. Sekd opettajien omat etta tutkijoiden
arviot maalaavat apean kuvan musiikkikasvattajien digitaitojen tasosta: teknologian ym-
marretdan tarjoavan huikeita mahdollisuuksia opetukselle, mutta sen potentiaali jda usein
kayttamatta opettajien heikkojen taitojen takia (esim. Galderén-Garrido ym., 2020; Partti
ym., 2023). Samalla huolipuheesta voi tulkita teknodeterministisen (Mertala, 2022) savyn,
joka saa opettajan nayttaytymaan teknologian mukanaan tuoman myodnteisen muutoksen
esteend. Yksipuoliset odotukset teknologian hy6dyistd voidaan kuitenkin my6s kyseenalais-
taa. Edelld olemme nostaneet esiin teknologian mukanaan tuomien mahdollisuuksien lisak-
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s1 haasteita, joista monet liittyvit luonnon kantokyvyn ja sosiaalisen oitkeudenmukaisuuden
kysymyksiin. Tarkastelumme osoittaa, ettd teknologiaa hyddyntavi opetus voi tuottaa
pedagogisia tarjoumia, joita musiikkikasvatuksessa on mahdollista hyodyntaa oppilaiden
osallisuuden ja musiikillisten taitojen ja toimijuuden tukemiseksi. Toisaalta on syytd myos
vakavasti pohtia, onko teknologian kiytt6 aina tarpeen, ja voiko teknologian kaytto jopa
heikentdd oppilaiden luovaa yhteistoimintaa ja kehollis-interaktiivisia prosesseja (ks. Huo-
vinen & Rautanen, 2019). Oireellista on esimerkiksi, ettd osa teknologia-avusteisen savelti-
misopetuksen tdydennyskoulutukseen osallistuneista opettajista piti digitaaliteknologian ke-
hittymistd valttimattomana edellytyksena koululuokassa tapahtuvalle saveltamiselle (Partti
ym., 2023) — huolimatta siitd, ettd musiikin luova tuottaminen on aina ollut mahdollista lu-
kemattomin eri tavoin, jo kauan ennen digitaalisia ty6valineitd. Samalla on kysyttava, missa
madarin teknologian hy6édyntamista voidaan perustella silloinkin, kun sen haittavaikutukset
esimerkiksi planeetan kantokyvylle tiedetaan. Kuten Mertala (2022) toteaa, teknologian
mukanaan tuoma muutos ei valttdmatta tarkoita muutosta parempaan. Siksi teknologiapu-
heen tarjoilemien lupausten erottaminen teknologian realistisista mahdollisuuksista ja my6s
potentiaalisista uhista on tarpeen.

Teknologian ja sithen liittyvien tekijoiden kriittinen arviointi on keskeistd opettajan yh-
teiskunnallisen tehtavan kannalta. Jattaytyminen teknologian passiiviseksi kuluttajaksi sen
enempad kuin yritykset piiloutua sen vaikutuksilta esimerkiksi kategorisin kielloin eivit edistd
kasvatuksen mahdollisuuksia vahvistaa oppilaiden yhteiskunnallista osallisuutta ja ekososiaa-
lista sivistystd. Samalla kysymys opettajien teknologisesta osaamisesta laajenee teknisistd tai-
doista “moninakokulmaiseen tietoon ja asioiden ymmartamiseen” (Heikkinen, 2022, s.171).
Tuolloin keskeiseksi kysymykseksi nousee esimerkiksi se, kykenevatké tulevat ja kentalla jo
tyoskentelevat musiikinopettajat arvioimaan teknologian kaytt6on liittyvan musiikillisen
toiminnan seurauksia sekd sen kietoutumista osaksi suurempaa kokonaisuutta. Entd missa
médrin opettajilla on toimijuutta esimerkiksi teknologiaan liittyvan paitoksenteon suhteen?

Opettajan kykyd ymmartaa, kayttad ja arvioida teknologiaan liittyvia ominaisuuksia
on aiemmassa musiikkikasvatuksen tutkimuskirjallisuudessa lahestytty esimerkiksi digitaa-
lisen identiteetin (Partti ym., 2023) sekd TPACK-kehyksen (Zechnological Pedagogical Content
ERnowledge, esim. Gall, 2016) kasittein. Musiikkikasvattajan ekososiaalisesti rakentuneelle
teknologiaosaamiselle kayttokelpoisen tulkintakehyksen tarjoaa myds Intelligent-TPACK
(Celik, 2023), jonka mukaan opettajan pedagoginen osaaminen kattaa musiikinopetuksessa
kaytettyjen teknologioiden ja tekodlypohjaisten sovellusten logiikan ymmaértdmisen, hallin-
nan ja kriittisen arvioinnin. Koska kaikkia néitd kisitteita yhdistia ymmarrys opettajasta
aktiivisena toimijana, jonka mahdollisuudet suunnitella pedagogisesti mielekkaitd oppimis-
ymparistdjd edellyttavat paitsi teknisid tietoja ja taitoja, myo6s syvallista pedagogista ja eet-
tistd harkintaa, viittaamme tallaiseen osaamiseen termilld opettajan kriittinen teknologinen
lukutaito. Téllainen lukutaito pitdd sisallaan digitaalisten sisaltdjen (critical digital literacy, ks.
esim. Gousett ym., 2021) ja tekoalyn (A7 &teracy, ks. Long & Magerko, 2020) lisaksi (musiik-
ki)teknologisten jarjestelmien, tyokalujen ja laitteiden kayton, soveltamisen, opettamisen ja
oppimisen seka nithin liittyvan kriittisen arvioinnin ja eettisen kayton.

Kriittinen teknologinen lukutaito auttaa opettajaa monipuolisesti arvioimaan teknolo-
glaa opetustyossaan. Téllaiseen kriittiseen arviointiin sisaltyy siis musiikillis-pedagogisten
nakokohtien lisaksi my6s esimerkiksi ymmarrys kaytettyjen sovellusten ja valineiden riskeis-
ta, jonka pohjalta opettaja voi pyrkia mahdollisimman turvallisiin ja vastuullisiin valintoi-
hin. Lisaksi oppimisen seurauksena syntyneitd ja teknologian mahdollistamia tuotoksia tu-
lee kyetd arvioimaan eettisten ja juridisten periaatteiden, kuten oikeudenmukaisuuden, te-
kijanoikeuksien ja osallisuuden, ndkokulmasta. Tekodlyn aikakaudella opettajien kriittinen
teknologinen lukutaito on erityisen tarkedd. Vaikka monimodaalisia malleja hyddyntavat
tekodlysovellukset kykenevit jaljittelemaan thmisen luovuutta, generoimaan déntd ja muuta
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sisaltod tehokkaasti ja korkeatasoisesti sekd toimimaan luovan yhteistoiminnan osapuolena,
generatiivisen tekodlyn kyvyttémyys eettiseen harkintaan asettaa opettajalle entistd suurem-
man vastuun musiikillis-pedagogisissa vuorovaikutustilanteissa: musiikinopettajan on kyetta-
vd ymmartdmaan ja ohjaamaan sekd tekoalytyokalujen toimintaa ettd oppilaiden toimintaa
naiden tyokalujen kayttdjind (Vakevd & Partti, 2025). Tadma vaatii kasvattajilta paitst vali-
neisiin littyvid tietoja ja taitoja, myos sellaista eettistd harkintaa, joka mahdollistaa itsestadn
selvind pidettyjen arvojen — kuten teknologisen determinismin tai teknologiavastaisuuden

— kyseenalaistamisen.

Kriittinen teknologinen lukutaito tarjoaa musiikinopettajalle perustan, jonka pohjalta
hian voi hyddyntaa osaamistaan my6s oppilaiden kriittisen tietoisuuden herattamisessa.
Koska teknologia (mukaan lukien ei-materiaaliset digitaaliset sisallot) on tdysin riippuvainen
materiaalisista resursseista ja luonnonvaroista, ovat kohtuullisuusajattelu, markkinachtoisen
kulutuskulttuurin kyseenalaistaminen ja planetaaristen rajojen huomioiminen erityisen
keskeisid tavoitteita teknologiaan liittyvissd valinnoissa ja keskusteluissa. Oppilaitoksissa olist
syytd esimerkiksi punnita mahdollisuuksia siirtya materiaali-intensiivisistd eldmantavoista
kohti aineettomampia elamantapoja ja yhdessd pohtia, milla tavoin musiikkikulttuurit voi-
taisiin pitdd elinvoimaisena ja samalla vihentdd energian ja luonnonvarojen ylikulutusta.
Voisiko vastuullista taloutta edistdd esimerkiksi tarjoamalla musiikinopetusta verkossa, pita-
malla yksityistunteja tai tyépajoja tai hyddyntamalld soitinvuokrauspalveluja? Oppilaiden
kanssa voidaan keskustella esimerkiksi digitaalisen musiikin vaikutuksista ympéristoon,
tekij6iden elantoon tai yleison kokemuksiin. Yhdessd voidaan my6s pohtia, millaisen vasta-
voiman musiikinopetus tai elavan musiikin tapahtumat tarjoavat algoritmeihin perustuville
suosittelujarjestelmille uusien musiikillisten maailmojen avartajina ja kehollisten oppimisko-
kemusten mahdollistajina.

Kuten olemme edelld osoittaneet, teknologiaan liittyvit ekologisen, sosiaalisen ja kult-
tuurisen kestavyyden kysymykset ovat monitahoisia. Kriittisen pedagogiikan nakékulmasta
(Freire 2005/1970) tarkedd ei kuitenkaan ole se, ettd opettajalla olisi tarjota kysymyksiin
lopulliset vastaukset, vaan opettajan rooli kutsua oppilaat yhteiseen tutkivaan prosessiin,
jossa opettaja ja oppilas voivat molemmat oppia. Kriittinen teknologinen lukutaito voi
tarjota opettajalle vilineita sellaisen yhteistoiminnallisen ajattelutydn mahdollistajaksi, jon-
ka kautta musiikin tekemiseen ja oppimiseen juurtuneita vakiintuneita oletuksia voidaan
kyseenalaistaa ja yhdessa pyrkia kuvittelemaan vaihtoehtoisia ajattelun ja toiminnan tapoja.
Samalla opettaja voi olla rohkaisemassa oppilaita ndkemain, kuinka musiikin ja taiteen
kautta oppilaiden aineeton padoma voi kasvaa rajattomasti, vaikka maapallo asettaa rajat
materiaaliselle kulutukselle.

Lopuksi

Teknologian kehitys ja integroituminen osaksi yhteiskunnan rakenteita asettaa musiikki-
kasvatukselle sekd mahdollisuuksia ettd haasteita. Kuten tarkastelumme osoittaa, postdigi-
taalisessa ajassa teknologian rooli muodollisen musiikkikasvatuksen kaytanteissa nayttaytyy
monitahoisena. Keskeistd on tunnistaa, ettd teknologia ei koskaan ole neutraali toimija
kasvatuksellisissa ympdaristoissd, vaan voi sekd edistad ettd rajoittaa oppilaiden osallistu-
mismahdollisuuksia ja kasvua hyvaan vuorovaikutukseen. Erityisen merkittavaan asemaan
nousee kysymys siitd, miltd osin teknologian kdytté musiikkikasvatuksen konteksteissa mah-
dollistaa tai haastaa ekologisesti ja sosiaalisesti kestamatontd elamantapaa ja kulttuuria.
Entd mika on musitkinopettajankoulutuksen rooli teknologian vastuullisen kdyton ja opetta-
jien kriittisen teknologisen lukutaidon edistamisessd?

Teknologian vastuullinen kaytté musiikinopettajankoulutuksessa edellyttaa ensinnakin
teknologian vastuullisen kdyton periaatteiden kirkastamista. Esimerkiksi laitehankintoja tai
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generatiivisen tekodlyn kayttoa koskevien paatosten tulisi perustua yhteisille ja ldpinédkyville
pelisaanndille, jotka huomioivat paitsi teknologian pedagogiset tarjoumat, myds naihin lit-
tyvat eettiset, ekologiset ja juridiset nakokulmat. Keskeistd on my6s varmistaa ja vahvistaa
sekd opettajankouluttajien ettd tulevien ja kentdlld tyoskentelevien opettajien tietosuojaan,
yksityisyyteen ja tekijanoikeuksiin liittyvaa osaamista. Generatiivisen tekodlyn osalta sekd
lainsdddanto ettd organisaatioiden ohjeistukset ovat tata kirjoitettaessa muotoutumassa. Eu-
roopan unionin tekodlyasetus on maailman ensimmaéinen kattava tekodlylaki, joka asettaa
yhteniiset sdannot tekoalyjarjestelmien kehittamiselle ja kaytolle EU:ssa*. Asetuksen myo6ta
myo6s organisaatioiden on huolehdittava siitd, ettd niissd tyoskenteleva henkilosté — mukaan
lukien siis my6s yliopistojen opettajankouluttajat ja koulujen musiikinopettajat — saavat
asianmukaista ja ajantasaista koulutusta tekodlyjarjestelmien kaytostd, toimintaperiaatteista
sekd eettisista ja otkeudellisista kysymyksistd. Nain ollen teknologisen lukutaidon vahvista-
minen el voi olla ainoastaan koulutuksen jérjestdjan hyvin tahdon varassa, vaan velvolli-
suus kehittyvan teknologian vastuulliseen kayttoon littyvasta koulutuksesta nousee suoraan
lainsaadannosta.

Lain ja asetusten tuntemisen sekd oikeuksiin ja velvollisuuksiin littyvan (jatkuvan) koulu-
tuksen lisaksi opettajien kriittisen teknologisen lukutaidon kehittymisen kannalta keskeistd
on opettajien varustaminen laaja-alaiseen eettiseen reflektioon, joka tunnistaa ja huomioi
ekosysteemien monimuotoisuuteen ja uusiutumiskykyyn sekd ithmisoikeusperustaiseen kes-
tavyyteen liittyvat kysymykset. Teknologiakoulutuksen suunnittelussa ja toteutuksessa tulisi
siis teknisten taitojen opettamisen lisaksi tarjota mahdollisuuksia sellaiselle pedagogiselle
reflektiolle, jossa voidaan yhdessd pohtia teknologian ja ekososiaalisen musiikkikasvatuksen
risteyskohtia. Tdhan lukeutuu myo6s itsestddnselvyyksien haastaminen ja vaihtoehtoisten
ajattelu- ja toimintatapojen etsiminen (Salonen & Bardy, 2015). Voisiko esimerkiksi merk-
kiriippuvaisuutta haastaa opiskelemalla avoimen lahdekoodin ohjelmistojen kaytt64d? Enta
millaisia taitoja tulevaisuuden musiikinopettajat tarvitsevat kyetakseen vahentiméaan ma-
terian ja energian tarvetta esimerkiksi korjaamalla ja kierrattimalld soittimia, materiaaleja
ja laitteita, suunnittelemalla hiilineutraaleja konsertteja tai hyédyntamalla paikallista osaa-
mista ja kulttuuria (ks. Shevock & Bates, 2019)? Kaiken kaikkiaan teknologiaan liittyvien
taloudellisten, poliittisten ja ideologisten sidosten nakyviksi tekemisen sekd ekososiaalisesti
kestavampien mahdollisuuksien etsimisen tulisi integroitua osaksi kaikkea opetusta, eikd
irtaantua vain erillisten kestavyyskurssien sisall6iksi.

Koska sekd teknologian kehittyminen ettd vilittémid toimia vaativat ekologiset ja sosi-
aaliset ongelmat asettavat thmiskunnalle tdysin uudenlaisia kysymyksid, niiden ratkomista
el vol myoskaan musiikkikasvatuksen kentalld jattaa yksittdisten opettajien velvollisuudeksi.
Oleellista onkin pohtia, millaiset rakenteet ja opetuksen sisallot sekd asenteet ja ajatteluta-
vat rakentavat tai estavat kestavaa ja vastuullista kulttuuria. Samalla tarve lisatutkimukselle
on merkittava: ensinnakin tahdn mennessa julkaistu tutkimus vastuullisesta teknologian
kaytosta musiikkiluokassa on vield niukkaa. Toisaalta ekososiaalisen musiikkikasvatuksen to-
teutumista musiikinopetuksen suunnittelussa ja toteutuksessa tulisi tutkia monipuolisesti eri
toimijoiden nakokulmasta. Toivomme, etta tdssd kasitteellisessa artikkelissa esittimamme
nakokulmat voisivat tarjota siemenen tulevalle empiiriselle tutkimukselle sekd toimia mu-
sitkinopettajien pedagogisen toiminnan suunnittelun tukena. Lisatutkimus ja alan yhteinen
keskustelu on tarpeen myds yhteisen mielikuvittelun kannalta: jotta toimet elinkelpoisen ja
oikeudenmukaisemman maailman rakentamiseksi voivat alkaa, tarvitsemme vision siita,
miltd vastuullinen musiikkikasvatus voisi ylipaansa nayttad, ja mika teknologian rooli siind
voisi olla.
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Viitteet

[1] Englanninkielistd affordance-termid on usein kayetty musiikkikasvatuksen tutkimuskirjallisuudessa viitatessa
erityisesti teknologian toiminnan mahdollisuuksiin, toisin sanoen ominaisuuksiin tai toimintoihin, joita esimerkiksi
jokin tietty teknologinen véline mahdollistaa (esim. Huovinen & Rautanan, 2019; Partti & Seppanen, 2024). Suomen-
kielisessd kirjallisuudessa termin kdanndkseksi on tarjottu sekd affordanssia ettd tarjoumaa.

[2] Olemme tamén artikkelin kirjoittamisprosessissa hyddynténeet ChatGPT 4 ja Microsoft 365 Copilot -tekodlymal-
leja kielenhuoltoon sekd ideointiin koskien kdytdnndn esimerkkeja teknologian kdyttomahdollisuuksista musiikin-
opetuksessa.

[3] Seka maailmanlaajuisen musiikintekijéita edustavan CISACin ettd suomalaisen Teoston mukaan generatiivisen
tekodlyn tuottaman musiikillisen siséllén markkina on kasvussa, mutta ilman toimia tekijanoikeuksien ja lapindkyvyy-
den puolesta markkinaosuuden kasvu tulee hyddyttdmaan lahinna teknologiayhtidita, ks. esim. https://www.teosto.fi/
tutkimus-generatiivinen-tekoaly-uhkaa-luovan-tyon-asemaa/

[4] Tekodlyasetus asettuu osaksi EU:n digitaalista strategiaa ja sen tarkoituksena on varmistaa, etteivét EU:n alueella
kaytettavat tekoalyjdrjestelmat aseta liian suuria riskeja ihmisten terveydelle, turvallisuudelle ja perusoikeuksille. Syk-
sylld 2024 voimaan astunut asetus pannaan jasenvaltioissa taytantdon vaiheittain (Suomessa vuosien 2025-2026
aikana). Ks. https://www.google.com/url?q=https://eur-lex.europa.eu/eli/reg/2024/1689/0j/eng&sa=D&source=-
docs&ust=1739894758625652&usg=A0vV awOuhUZSrdWY9FeGiUKucOUQ
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Abstract

Eco-social music education in the post-digital era:
Towards responsible use of technology

scribed as post-digital. The growing presence of technology is also evident in mu-

sic education, where the integration of physical and digital learning environments
creates new opportunities for learning, accessibility, and participation. The development of
generative Al introduces new pedagogical tools and practices, yet its impact on education
is still evolving. The relationship between education and technology has been characterized
as a cycle of enthusiasm, hope, and disappointment, and the challenges associated with
technology use highlight the need for critical research.

This article examines issues related to the responsible use of technology in post-digital
music education. By employing the theoretical framework of ecosocial music education, we
aim to identify how technology can both support and constrain human and environmental
well-being in formal music education settings. Our theoretical analysis is grounded in an
understanding of the teacher as a critical societal actor, playing a significant role in recog-
nizing ethical questions related to educational content, structures, practices, and tools. We
explore the expertise teachers need to critically assess the use of technology from an ecoso-
cial perspective and how music teacher education can support the development of critical
technological literacy.

O ur society has rapidly digitalized to the extent that the current era is often de-

Keywords: ecosocial music education, postdigital era, responsibility, critical technological literacy, music education
technology, generative artificial intelligence
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Abstrakti

Ekososiaalinen musiikkikasvatus postdigitaalisella aikakaudella:
Suuntaviivoja vastuulliselle teknologian hyédyntimiselle

hteiskuntamme on suhteellisen lyhyessd ajassa digitalisoitunut siind méérin ettd val-

litsevaa aikakautta on kirjallisuudessa luonnehdittu postdigitaaliseksi. Teknologian

arkipdivaistyminen on havaittavissa myos musiikin opetuksessa, jossa fyysisen ja
digitaalisen oppimisympériston yhdistyminen avaa uusia mahdollisuuksia oppimiselle, saa-
vutettavuudelle ja osallisuudelle. Generatiivisen tekodlyn kehitys tuo uusia pedagogisia tyo-
kaluja ja kdytidnt6jd, mutta sen vaikutukset opetukseen ja oppimiseen ovat vasta hahmottu-
massa. Kasvatuksen ja teknologian suhdetta on kuvattu innostuksen, toivon ja pettymyksen
kehéna, ja erityisesti tekodlyyn liittyvit pedagogiset, juridiset ja eettiset haasteet korostavat
tarvetta kriittiselle tutkimukselle.

Tassa artikkelissa tarkastelemme teknologian vastuulliseen kayttoon littyvid kysymyksia
postdigitaalisen aikakauden musiikkikasvatuksessa. Hyddynnamme ekososiaalisen musiik-
kikasvatuksen teoreettista viitckehystd pyrkiessamme tunnistamaan, milta osin teknologia
vol yhtaalta edistad ja toisaalta rajoittaa thmisten ja luonnon hyvinvointiin liittyvien tavoit-
teiden saavuttamista koulussa ja muissa muodollisen musiikkikasvatuksen ymparistoissa.
Teoreettisen tarkastelumme taustalla on ymmarrys opettajasta tiedostavana ja kriittisend
yhteiskunnallisena vaikuttajana, jonka rooli opetuksen sisaltéon, rakenteisiin, kdytant6ihin
ja valineisiin liittyvien eettisten kysymysten ja sosio-ckologisten vaikutusten tunnistamisessa
on erityisen keskeinen. Pohdimme, millaista osaamista opettaja tarvitsee kyetakseen arvi-
oimaan teknologian hyodyntadmiseen liittyvid kysymyksid ekososiaalisesta ndkokulmasta ja
milld tavoin musiikinopettajankoulutus voisi tukea tallaisen kriittisen teknologisen lukutai-
don rakentumista.

Asiasanat: ekososiaalinen musiikkikasvatus, postdigitaalinen aikakausi, vastuullisuus, kriittinen teknologinen
lukutaito, musiikkikasvatusteknologia, generatiivinen tekoaly

FJME 02 2025 Vol. 28




a7

Javier Sanchez Pérez

Toward transcultural sonic interplay:
Exploring pedagogies for digital composition
in general upper secondary music education

Transcultural sonic interplay

dents interact with music. This is particularly evident in the use of Digital Audio
Workstations (DAWS), where students use digital tools that are in a constant state
of development. As digital technology reshapes music-making practices, music educators

r I Yhe evolving nature of modern technological landscapes has transformed how stu-

must adapt accordingly, ensuring that students acquire the skills to engage critically, crea-
tively, and ethically with digitalized sound. This article builds on the premise that DAWSs
offer immediate and intuitive means for students to compose, manipulate, and recontextu-
alize music using virtual instruments, audio samples, and pre-recorded loops. Their acces-
sible features and intuitive design position DAWs as key tools in current music pedagogies
(Pendergast, 2021), allowing learners to engage with diverse musical materials across stylis-
tic and cultural boundaries, without relying on traditional notation-based approaches (He-
bert & Hauge, 2019). Expanding on the collaborative dialogue of composing with digital
tools, Heidi Partti and Heidi Westerlund (2013) highlight how digital music-making allows
students to negotiate and redefine musical meaning through active participation rather
than simply reproducing fixed cultural expressions. Sidsel Karlsen and Lauri Vikeva (2012)
stress the importance of teacher mediation in guiding students through the creative and
ethical dimensions of intercultural musical engagement. Aligning with these perspectives,
this study aimed not only to provide students with access to diverse sounds but also to foster
a reflective awareness of their musical choices, highlighting the teacher’s guidance in en-
suring the use of digital tools to sustain musical traditions while promoting ethical and con-
scious intercultural dialogue. Informed by this body of research that explores the potential
of technology-mediated learning environments to support culturally diverse and intercul-
turally oriented pedagogies (Partti, 2017; Partti & Westerlund, 2013; Karlsen & Vakeva,
2012; Westerlund et al., 2020), this study conceptualizes ‘transcultural sonic interplay’ as an
extension of Huib Schippers’ (2010) transculturalism. While transculturalism highlights the
transformative outcomes of engaging in intercultural music collaboration within musical
traditions at a deeper level beyond mere exposure (Schippers, 2010), transcultural sonic
interplay refers to the dynamic exchange of musical elements across cultural boundaries
within collaborative digital environments (Partti & Westerlund, 2013).

This term is built upon a previous study by Nathan Riki Thomson and Otso Lahdeoja
(2019), who examine how new sonic identities emerge through dialogue across cultures,
artistic disciplines, and technologies. Transcultural sonic interplay emphasizes that, within
technologically mediated environments, students can negotiate, reinterpret, and trans-
form diverse sonic elements, fostering outcomes that transcend singular cultural influences
(Thomson, 2024). By reflecting on transcultural sonic interplay, this study observes how
DAW-based composition can encourage intercultural engagement in a pedagogical con-
text. Since DAW platforms primarily offer stylistic representations rather than in-depth
cultural contexts (Partti & Westerlund, 2013), teacher guidance and mediation are essential
for fostering intercultural understanding and reflective engagement (Partti, 2017; Karlsen
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& Viakeva, 2012). Accordingly, this article focuses on how students navigate and respond to
this mediated exposure within collaborative compositional settings.

Given these considerations, the discussion is grounded on the following research ques-
tion: What are students’ experiences and learning outcomes in collaborative music compo-
sition when critically engaging with culturally diverse materials in technologically mediated
learning environments at general upper secondary school?

Key concepts As discussed in the previous section, ‘transcultural sonic interplay’ refers
to the process through which students engage with cultural diversity by creating music with
digital tools in ways that foster reflection, ethical awareness, and creative transformation.
Rather than emerging spontaneously from superficial exposure to cultural diversity, this
process depends on teacher guidance and structured interaction within digitally mediated
learning environments. “Mainstream Western popular music” (Kallio & Westerlund, 2020)
1s used here to refer to the music that students are predominantly exposed to in their daily
lives. Living in a Nordic country means that students are frequently exposed to mainstream
Western popular culture through TV and radio, commercials, and even in supermarkets
or public transport, to name a few sources (Hebert & Hauge, 2019; Uimonen et al., 2024).
While students from multicultural backgrounds in this study may experience cultural diver-
sity in music at home, it can be argued that their overall exposure remains primarily cen-
tered on mainstream Western popular music. “Musical traditions,” in this study, refers to
music shaped by historical and cultural narratives, transmitted through community-based
practices, and continuously adapted while maintaining their distinctive stylistic and ex-
pressive elements (Schippers, 2010). As traditions coexist and interact with music industry
trends, culture, and society, they develop in relation to and reciprocally influence each
other. Given these nuances, this study deliberately avoids generic labels such as “World,”
“Global,” “Ethno,” “Folk,” or “Fusion,” (to name a few) which often categorize music with-
in a Western-defined genre or sub-genre system.

A Digital Audio Workstation (DAW) is a software used for recording, editing, and pro-
ducing audio. In educational settings, DAWSs have been increasingly adopted as tools for
student-centered learning, allowing for nonlinear composition, real-time sound experimen-
tation, and collaborative music creation (Partti & Westerlund, 2013). Furthermore, DAWSs
can support collaborative music creation at an early stage, where students interact with
digital audio libraries rather than relying solely on real-time instrumental performance
(Pendergast, 2021).

In Finland, the current National Core Curriculum for General Upper Secondary Edu-
cation (Finnish National Agency for Education, 2019, p. 326) emphasizes the importance
of composition, music technology, and collaborative music-making as central components
of the music subject. The objectives and core contents for the compulsory music course
include fostering an understanding of music technology and its applications, recognizing
the societal and personal significance of music, and using technology creatively in mu-
sic-making. Additionally, the curriculum encourages a reflective and appreciative attitude
toward diverse musical and artistic expressions, open-minded engagement with diverse
cultures, and the ability to participate in societal discourse through musical and artistic
expression (Finnish National Agency for Education, 2019, pp. 329-330). According to Vil-
ma Timonen (2021), working with diverse musical traditions in the classroom is an effective
tool for teaching since it widens the students’ consciousness of a culturally interconnected
world. This perspective aligns with the goals of this study while reinforcing the curriculum’s
emphasis on cultural engagement, technological exploration, and creative collaboration
in music education. Toward transcultural learning outcomes in DAW-based composi-
tion Building on the premises outlined above, this study conceptualizes transcultural sonic
interplay as a means of contextualizing the implications of transculturalism (Schippers,
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2010) in DAW-based classroom composition, thereby reinforcing the relevance of Schip-

pers’ framework in technologically mediated learning environments. Schippers (2010)

describes a continuum from monocultural to transcultural approaches in music transmis-

sion, emphasizing how musical traditions can move beyond the coexistence of intercultural

exchanges to form entirely new, hybrid musical expressions. His framework suggests that

transculturalism emerges when musical traditions transcend their original cultural bound-

aries, resulting in new hybrid forms that embody characteristics of multiple cultures. The

following figure illustrates this continuum:

Multicultural

Intercultural

Monocultural 4

> Transcultural

Figure 1. Cultural diversity continuum (Schippers 2010, p. 31).

In this model, monocultural transmission focuses on a single dominant music culture,
while multicultural transmission acknowledges the coexistence of multiple traditions with-
out explicit interaction. Intercultural transmission involves the cross-comparison and inter-
action of musical traditions, potentially leading to musical fusions. Transculturalism rep-
resents the highest level of synthesis, where new musical forms develop beyond the sum of
their influences, establishing unique artistic approaches and identities. The following table
illustrates the defining characteristics of music transmission for each approach:

Monocultural Multicultural Intercultural Transcultural

© Music has taken on in-
depth characteristics of
more than one culture

® Musicis seen in
relation to other
musics, compared
cross-culturally

 Music is transmitted
without explicit
reference to other
musics but within an
awareness of several
other music cultures
existing in a single
cultural space

o Music is transmitted in
the context of a single,
dominant music culture

o Often a sense of
superiority or belief in
evolutional model

o Likely to have become a
© May lead to mixing or | genre of its own right

fusion * New, fused quality

criteria are developed
and applied

e Single cultural
reference for quality

e Quality is addressed
from multiple cultural

e Multiple cultural .
perspectives

references for quality

Table 1. Music transmission in culturally diverse environments (Schippers 2010, p. 31).

This conceptualization can be applied to DAW-based composition, which offers students
access to diverse sonic resources and nonlinear creative processes that may facilitate trans-
cultural engagement. Unlike ensemble settings, where stylistic coherence and instrumental
proficiency often dominate, DAWSs enable immediate experimentation with sounds from a
wide range of musical traditions. This flexibility, when supported by teacher guidance, can
foster intercultural exposure at an early compositional stage and open up opportunities for
transcultural artistic outcomes as the process evolves. By engaging students in intercultural
dialogue and collaborative projects, this study explores how music-making within digitally
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mediated learning environments may foster intercultural humility and cultivate inclusive
spaces that transcend traditional cultural boundaries. Thomson’s (2024) recent work offers
a valuable lens through which to understand this concept within music education:

Although this discussion emerges from within medicine and social work, intercultural humility is a very
relevant and important concept within the context of intercultural musical dialogue and collaboration. It
becomes particularly salient in terms of approaching intercultural musical collaborations from the per-
spectwe of life-long learning processes that are in constant need of self-reflection, breaking down precon-
cewed assumptions, and shifting perspectives. In this way, intercultural musical collaboration can be seen
as a dynamic, fluid act of listening and dialogue that requires ongoing reflection and development, rather
than a narrowly defined skill with and end point. (Thomson, 2024, p. 137).

This perspective emphasizes how intercultural dialogue, and collaborative projects en-
hance students’ learning experiences and the potential of embedding interculturalism and
community engagement into higher music education. Thomson also highlights the forma-
tion of wntercultural humility in students’ minds when engaging in musical dialogue and collaboration:

The qualities of intercultural humaility can be seen to emerge in the findings as a biproduct of studying in an
intercultural environment, which giwes rise to an understanding that we are all in a constant state of coming
to know ourselves, others, and our ever-changing intercultural communities (Thomson, 2024, p. 153).

Extending this concept into General Upper Secondary music education, this study con-
siders the potential for intercultural humility to emerge through transcultural sonic interplay.
Emphasizing intercultural dialogue and collaborative creation in DAW-based composition
aligns closely with Schippers’ transcultural framework, embracing the idea that music edu-
cation should foster transformative engagement rather than superficial exposure to cultural
diversity. This demands, as Schippers argues, “a willingness to go beyond the comfort zone
of one’s own musical world and to engage in meaningful exchange with other traditions”
(Schippers, 2010, p. 135). Together, these frameworks underpin the pedagogical design and
analytical lens through which students’ creative and intercultural engagement is explored in
this study. Transculturalism in Nordic music education Nordic societies have experienced
a rapid increase in cultural diversity in recent decades. Previous research reflects on the im-
plications of this phenomenon in music education (Vikeva & Westerlund, 2007; Karlsen &
Vikeva, 2012; Partti & Westerlund, 2013; Partti 2017; Kallio & Westerlund, 2020; Timonen
2021; Thomson, 2024). Frode Barth Rinde and Catharina Christophersen (2021) argue
that rather than relying on fixed representations of musical traditions, intercultural music
education should foster dynamic and reflexive understandings of cultural diversity. Similarly,
David Hebert and Tuomas Hauge (2019) discuss shifting pedagogical models in Northern
Europe, where inclusivity and international collaboration have become defining aspects
of music education. Their work underscores the necessity of pedagogical approaches that
reflect the interconnected nature of contemporary musical landscapes, noting that “one of
the defining features of contemporary music education is the expansion of digital tools that
enable new forms of collaboration, composition, and musical dialogue across cultural and
geographical boundaries” (Hebert & Hauge, 2019, p. 85). These perspectives align with
the ideas previously discussed regarding intercultural engagement and digital technology
in music education, where digital learning environments allow students to explore diverse
musical traditions while fostering creative agency (Partti & Westerlund, 2013). In the context
of Finnish general upper secondary schools, where teacher autonomy enables innovative
approaches to music education (Finnish National Agency for Education, 2019) there is clear
potential to implement DAW-based composition with a focus on cultural diversity.
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Research design and context

This study was conducted as a qualitative case study at an international private general up-
per secondary school in the Helsinki metropolitan area. The school follows an internation-
ally oriented curriculum that integrates Finnish national education guidelines with global
perspectives and pedagogical approaches, emphasizing cross-cultural awareness, multi-
lingual communication, and interdisciplinary learning. The school is known for its strong
music education program, which plays a central role in the school’s identity, providing both
formal instruction and extensive opportunities for creative expression. Students are en-
couraged to engage in songwriting, bands, choir, and music technology projects throughout
their studies. This approach aligns with the Finnish National Core Curriculum for General
Upper Secondary Education, which highlights the importance of fostering cultural aware-
ness and creative expression through arts education (Finnish National Agency for Educa-
tion, 2019). The school’s student population is culturally and linguistically diverse, and the
language of instruction is English across most subjects, including music. Many teachers
come from international backgrounds, which also reflects on the focus of the school in
preparing students for higher education in global contexts. While grounded in the values
of the Finnish education system, such as autonomy, equity, and student-centered learning,
the school also places particular emphasis on academic achievement and cross-cultural
competence. The student body includes many pupils with international family backgrounds
or prior experience of mobility across countries, and the school is often chosen by families
secking to combine high academic standards with global perspectives.

The research took place within a mandatory seven-week music course that formed part
of the school’s official curriculum. This course was selected as a site of inquiry due to its
emphasis on student-led creative work and its integration of music technology into class-
room practice. The school’s infrastructure includes a fully equipped music studio and eight
digital workstations with audio interfaces, studio microphones, headphones, and DAW
software such as GarageBand, BandLab, and Ableton Live, which include free-access DAW
libraries. These tools were selected for their accessibility, versatility, and suitability for col-
laborative use, consistent with literature on student agency and culturally inclusive digital
pedagogy (Partti & Westerlund, 2013; Pendergast, 2021). The pedagogical intervention
sought to explore how DAW-based composition could facilitate intercultural engagement
and support movement toward transcultural learning outcomes. For the purpose of this
study, the classroom activities were designed not only to foster musical creativity, but also
to open space for sonic experimentation, cultural reflection, and ethical dialogue regarding
the use of materials from diverse musical traditions.

Participants and ethical considerations

The study involved two groups of general upper secondary school students participating
in a mandatory music course, taught over seven weeks. The groups included 27 and 25
students respectively, all aged between 16 and 18. Lessons were 75 minutes in duration and
held once per week. Instruction was provided in English, consistent with the school’s lan-
guage policy and international curriculum.

No specific demographic data such as gender, ethnicity, or nationality was collected, as
the primary aim of the study was to reflect on student learning experiences rather than to
compare outcomes across demographic categories. However, teacher-researcher observa-
tions during the study suggested that many students had substantial prior exposure to inter-
cultural environments, whether through multilingual houscholds, international schooling,
or global family mobility. This background appeared to be reflected in their familiarity with
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a broad range of musical styles, as well as their ability to articulate cultural comparisons
during classroom discussions.

Participation in the research component of the course was voluntary and subject to in-
formed consent. Prior to data collection, permission was obtained from all students, their
guardians, and the school board. The research adhered to the ethical guidelines of the
Finnish National Board on Research Integrity (2023), including anonymization of all data
and protection of sensitive information. Pseudonyms were assigned to all student quota-
tions used in the article.

Ethical reflection was also embedded in the pedagogical process. Classroom discussions
explicitly addressed cultural appropriation, representation, and the ethics of using loops
and samples derived from musical traditions that may be unfamiliar to students. These con-
versations were framed not as restrictions, but as invitations to critical awareness and artis-
tic responsibility, encouraging students to engage in the composition process with curiosity
and care.

Pedagogical setup and teacher-researcher role

The pedagogical approach was designed to support intercultural reflection, collaborative
creativity, and sonic experimentation within a structured DAW-based composition project.
Students were organized into small groups and asked to create an original music piece
using digital loops, samples, and other audio materials available in the free-access DAW
libraries. At the beginning of the course, the teacher-researcher curated a selection of cul-
turally diverse sound materials drawn from the software libraries, in particular instruments
from European folk traditions, Latin-America, Middle-East, African continent, India, and
Asia. These sounds were presented alongside short musical excerpts from global traditions,
used as listening prompts to stimulate curiosity and broaden students’ auditory frameworks.

Rather than prescribing specific stylistic outcomes, the teacher-researcher encouraged
open-ended engagement with the materials, encouraging students to reflect on their choic-
es, experiment with unexpected combinations, and question assumptions about genre, tra-
dition, and originality. Classroom time was structured to balance technical instruction with
reflective dialogue and space for trial-and-error. Students were also invited to remix or re-
interpret existing loops, and to combine them with MIDI programming, vocal recordings,
or acoustic instruments when available. The dual role of the teacher-researcher, both as
facilitator and observer, was central to the intervention. Pedagogically, the teacher provided
guidance on musical form, DAW workflow, and culturally responsive listening. Methodo-
logically, the teacher documented student interactions, creative decisions, and moments of
intercultural friction or cultural appropriation. The approach was not merely to expose stu-
dents to global sounds, but to help them engage in creative dialogue with these materials in
ways that avoided pastiche. This required continuous mediation, including questions such
as: “Why did you choose that sound?”, “What do you know about its origins?”, “Could you
transform this into something more personal?” The teacher also intervened when students
risked reinforcing stereotypes or replicating clichés embedded in commercial free-access
DAW libraries. For instance, discussions were held about how certain libraries labeled as
“World” may simplify or generalize complex cultural traditions. These teaching moments
were used to cultivate ethical awareness and to model critical approaches to music technol-
ogy, a dimension that proved key to potentially fostering transcultural sonic interplay.
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Data collection and analysis

A mixed-methods design was used to examine how students experienced transcultural
music-making during the course. Two main sources of qualitative data were collected: an
anonymous open-ended student survey and the teacher-researcher’s reflective field jour-
nal. The student survey was administered online during the final week of the course. It in-
cluded open-ended questions designed to understand students’ thoughts on creativity, peer
collaboration, cultural exploration, and the perceived impact of the DAW-based project on
their musical thinking. A total of 46 valid responses were gathered. Questions encouraged
claboration beyond binary answers, such as: “Did this project help you discover music you
would not have chosen otherwise?”, “Did collaborating with others influence how you used
different sounds or styles?”, and “What did you learn from working with culturally diverse
materials?”. Many students offered extended reflections, revealing insights into their values,
challenges, and evolving musical identities.

In parallel, the teacher-researcher maintained a reflective journal throughout the pro-
ject. The journal included classroom observations, documentation of group work, peda-
gogical decisions, technical troubleshooting, and student reactions. Drawing on traditions
of practitioner research and autoethnographic inquiry, the journal served both as a peda-
gogical resource and an analytical lens. This approach was informed by methodological lit-
erature on reflective practice and practitioner inquiry in music education (Burnard, Mack-
inlay, & Powell, 2016), and aligns with earlier research that has applied similar methodol-
ogies in Nordic music education contexts (Partti, 2017; Timonen, 2021; Westerlund et al.,
2020). Particular attention was given to moments of musical transformation, negotiation of
cultural material, and instances where students expressed uncertainty or curiosity about un-
familiar traditions. Together, the survey responses and field journal entries were analyzed
through qualitative content analysis. Thematic coding was used to identify recurring pat-
terns related to motivation, agency, transcultural engagement, and ethical reflection. Data
were iteratively compared across sources to triangulate findings, validate interpretations,
and explore both alignment and dissonance between student perspectives and teacher ob-
servations. This multi-perspective approach helped determine a transculturally oriented
outcome possibly emerged in the classroom context. The analysis was shaped by the under-
lying research interest in how pedagogical framing supports or limits transcultural learning;

Findings

The findings are grounded in the research question: What are students’ experiences and
learning outcomes in collaborative music composition when critically engaging with cultur-
ally diverse materials in technologically mediated learning environments at general upper
secondary school?

Drawing on both student surveys and the teacher-researcher’s reflective field journal,
the findings examine how students may have begun to engage with transcultural sonic
interplay during collaborative DAW-based music composition. Rather than suggesting a
singular or linear progression, the data reveal a range of emerging pathways through which
students moved, often tentatively, beyond stylistic imitation toward more reflective and
cthically aware intercultural engagement. The findings are organized into four interrelated
thematic areas.

Creativity
Student reflections imply that many learners found the limited selection of culturally
diverse loops in the free-access DAW libraries to be a creative stimulus rather than a con-
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straint. 32 of the 46 students expressed that their creativity was enhanced throughout the
project. A creative mindset was also observed in the group dynamics, some groups identi-
fied themselves with a certain music style, but their peers reminded them that the goal was
to combine diverse sounds creatively. The teacher did not need to give many ideas once the
groups started working, it seemed that students had more ideas, likely due to their openness
toward the unfamiliar musical cultures. Once students began working, many required little
support, and unfamiliar sounds sparked curiosity and spontaneous experimentation.

1t was interesting to hear those new sounds, and I felt inspired to make our song (Student 5).
We started with African drums and added other things. I liked how it sounded together (Student 13).

From the teacher-researcher’s perspective, in some cases, the early phases of the project
were marked by creative hesitation or difficulty getting started, especially when navigating
the culturally diverse but limited offerings of the free-access DAW libraries. Some students
were particularly creative and influenced the group significantly, whereas others were more
reserved and needed encouragement to explore ideas. Field journal notes from the second
session describe several students defaulting to mainstream Western popular music and re-
quiring redirection to fully explore cultural diversity in their musical choices. However, this
shift proved beneficial in some cases:

Once students realized they should use the “World’ free-access DAW library only, they began listening
more closely to each sound, which helped focus their attention and reduced endless browsing. Groups be-
came more intentional in their musical decisions (Field journal, 8 March 2022).

A key dynamic was the unequal familiarity with DAWs. Students unfamiliar with the
software often became more passive in their creative engagement. On the contrary, students
who were more technically skilled with the software often dominated initial stages of crea-
tion. In some cases, this became an opportunity for peer learning. One student commented:

I didn’t know how to use GarageBand, so I let others lead, but I learned from watching them (Student 7).

Those more experienced with the software tended to take initiative, but their technical
fluency did not necessarily lead to deeper engagement with culturally diverse materials. In-
stead, it often resulted in stylistic defaulting, especially toward electronic or hip hop genres,
rather than deeper culturally exploratory engagement. Sometimes, their peers corrected
them and asked them to redirect the project toward the assigned task. The teacher-re-
searcher observed this process:

One group had one student who knew how to use BandLab well, and others learned from them. The stu-
dent was excited about making hip hop beats, but the other peers complained to me about that. Then, the
student had to let others explore the World’ free-access DAW libraries. The group dynamic changed, al-
lowing shy students to contribute in ways they had not done before (Field journal, 15 March 2022).

From the outcomes of previous music courses, where the emphasis of the composition
assignment was not specifically in cultural diversity, the songs sounded more conventional
and closer to imitating mainstream Western popular music. In that sense, this project ex-
panded students’ creative thinking. Field journal reflections confirmed that the open-end-
ed structure of the assignment fostered a willingness to take risks. Several groups layered
rhythms from different traditions or experimented with unexpected timbral combinations.
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For instance, one group combined Middle Eastern percussion with ambient textures and
auto-tuned vocals. While the final product did not cohere musically, the process demon-
strated genuine experimentation. However, some students misunderstood the assignment as
a license to blend sounds arbitrarily, without attending to cultural or musical context. For
example, a few tracks leaned heavily on stereotypical sounds. In those cases, the students
needed more support from the teacher and as the songs progressed, their compositions
became increasingly layered and stylistically hybrid. The teacher-researcher noted this as a
turning point:

In lesson six, most groups had something that no longer sounded like pre-made loops glued together. They
were editing, modifying rhythms, and adding their own voices. This marked a real creative process (Field
journal, 22 March 2022).

These findings support the notion that creative limitations, such as restricting tools to
specific libraries, can foster deeper engagement by prompting learners to explore unfamil-
1ar sonic terrain, a principle echoed in previous music education studies (Partti & Wester-

lund, 2013).

Motivation

Students’ responses indicate that motivation was influenced by both the novelty of the
cultural diversity material and the supportive role of the teacher. It was observed that the stu-
dents were feeling somehow special when comparing their songs to previous groups from the
school. They could listen to those previous songs from the school computers and understand
that the guidelines of those composition assignments were more general. Most of the songs
made from previous groups of students were influenced by mainstream Western popular mu-
sic. In this project, the teacher stressed the importance of cultural diversity and introduced
them to sounds that were, in most cases, unfamiliar to them, therefore students felt a part of
something meaningful. 30 students described the project as enjoyable or exciting, particularly
once they became familiar with the software and began collaborating with peers.

At furst I didn’t know where to start, but the music examples helped me a lot (Student 2).

The project proved particularly motivating for students who felt excluded by traditional
performance-based music education in the class. For some, collective DAW-based composi-
tion felt more aligned with their musical interests and identity.

I am not good at playing instruments, but making music this time was_fun (Student 9).

Importantly, some students initially resisted the culturally diverse framework due to un-
familiarity or preference for mainstream Western popular music. However, many of these
same students later displayed unexpected enthusiasm. Some students were initially unmoti-
vated by unfamiliar styles, yet motivational shifts were documented in the field journal:

Some students seemed uninterested at the start, especially those who preferred electronic music or Finnish
rap. But by lesson three, they were the ones asking for extra time after class to finish the song (Field
journal, 17 March 2022).

The project also prompted students to re-evaluate their musical assumptions. This sug-
gests that creative exposure, even if superficial at first, may plant seeds for further aesthetic
and cultural curiosity.
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In one group, the student who had previously said ‘this music is not my style’ ended up suggesting how to
remix a Middle Eastern rhythm into a trap beat. That was a breakthrough (Field journal, 29 March
2022).

Curated examples, structured tasks, and continuous encouragement helped students
overcome initial uncertainties. Some students became particularly enthusiastic after hearing
inspiring musical examples.

1 played them a modern cumbia_fusion song and compared it to a traditional cumbia. This helped them
hear how fusion works and gave them an idea _for their own remix and they were very engaged (Field
journal, 10 March 2022).

Community belonging

The group-based format was central to both musical outcomes and students’ sense of
community. 34 students reported feeling more connected to their peers during the project.
The collaborative nature of group work, shared tasks, and mutual negotiation of musical
elements fostered a sense of inclusion and ownership.

Everyone added their sounds and we made the song together: I liked that (Student 16).
1 don’t think I could make a song alone, but together we did something cool (Student 21).

Yet not all group interactions were harmonious. Unequal participation, stylistic disagree-
ments, or dismissive attitudes toward unfamiliar genres occasionally led to tension. This
kind of friction, while challenging, also served as a pedagogical entry point into deeper re-
flection about aesthetic preferences and group power dynamics within collaborative music
creation. However, the teacher-researcher also reflected on moments of bonding:

In one group, students from four different cultural backgrounds argued over which loop to use, then ended
up layering them together. They laughed and said, ‘this is our messy song’ (Field journal, 24 March
2022).

Moments of transcultural sonic interplay might have emerged when students paused
to reflect, discussed musical meaning, and made deliberate choices about how to use loops
or samples. These moments were typically co-produced by teacher mediation and group
dialogue, suggesting that transcultural learning is not a by-product of diversity exposure,
but a fragile and guided process requiring time, intention, and ethical framing. Moments of
intercultural humility were also noted. A key observation highlighted:

A student of Middle Eastern background introduced a vocal sample sung in Arabic language. At furst,
others weren’t sure how to respond, but they ended up building the track around it. It became the center-
piece of their song (Field journal, 31 March 2022).

This aligns with Thomson’s (2024) concept of intercultural humility, where students
move from unfamiliarity to appreciation through dialogue and creative exchange. Such en-
counters were rare but formative, suggesting that sense of belonging in transcultural learn-
ing spaces 1is not just social, it is also aesthetic and ethical.
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Cultural diversity engagement

Although the project succeeded in exposing students to diverse sonic materials, genuine
intercultural engagement was inconsistent. Many students responded with curiosity but
lacked the tools or background knowledge to navigate unfamiliar material meaningfully.
While some expressed discomfort, 22 students noted that the project exposed them to mu-
sic they wouldn’t normally hear.

1 didn’t like the sounds at first because they were strange, but now I want to know where they come from
(Student 11).

We used an instrument called Kora, I think. I didn’t know about 1t before, but it sounded good (Student 19).

The DAW environment also created challenges due to the limitations of free-access
DAW libraries. While they might provide accessible entry points into musical diversity, they
also presented sonic elements in a decontextualized and potentially superficial way. Without
careful mediation, students may confuse diversity with making a random mix of sounds. As
noted in the field journal:

Students kept asking me why they must use the “‘World’ free-access DAW library. It made them think the
other genres weren’t world music. This led to great classroom discussions about music labeling and cate-
gorization (Field journal, 12 March 2022).

Such observations highlight the limitations of free-access DAW libraries, which often
present cultural diversity in exoticized or marginal categories. Without teacher mediation,
students tended to default to Mainstream Western popular music. Yet moments of deeper
cultural integration emerged:

A group blended Finnish rap lyrics with West African percussion. At first it sounded disconnected, but
they revised the rhythms to match the phrasing The result had both flow and cultural depth (Field jour-
nal, 5 April 2022).

These hybrid creations reflect what Schippers (2010) describes as transcultural synthesis,
where musical elements are not merely juxtaposed but reinterpreted through genuine artis-
tic negotiation. Overall, while a transcultural artistic outcome was not achieved, the ped-
agogical setup enabled a process where many groups moved beyond surface-level engage-
ment toward meaningful musical transformation. In this sense, transcultural sonic interplay
was not a default outcome, but a possibility enabled through structured guidance, critical
listening, and collaborative creativity.

Conclusion

This study highlights the importance of intercultural engagement in music education and
the need for pedagogical strategies that encourage students to move beyond superficial
exposure, aligning with the inclusive and pluralistic goals of the Finnish National Core
Curriculum for General Upper Secondary Education. DAW-based composition offers an
accessible platform for intercultural exploration, but its effectiveness depends on structured
ethical guidance when focusing on cultural diversity. In technology-mediated collaborative
settings, students can begin to negotiate, transform, and reimagine musical ideas, but only
when supported by intentional pedagogies that facilitate transculturally oriented processes.
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Based on the results, the concept of transcultural sonic interplay refers to an inspiring
process through which students, guided by teacher facilitation and peer collaboration, may
move beyond superficial sonic creation toward intercultural engagement. Using mediated
interaction with diverse materials, reflective dialogue, and group collaboration, students
began to recontextualize musical elements, indicating early steps toward transcultural
understanding. Yet the limitations of free-access DAW libraries, alongside the largely
Western-oriented framework of the Finnish general upper secondary school system, pose
challenges to achieving transcultural artistic outcomes. Nonetheless, the pedagogical
strategies employed here can help lay important groundwork for future transculturally
oriented methods, particularly when cultural guidance and sustained ethical reflection are
prioritized. By shifting from a multicultural approach (passive exposure) to an intercultural
process (active exchange), and toward a transcultural aspiration (creative transformation
through deeper intercultural interplay), students can develop artistic agency and a more
nuanced understanding of cultural diversity. In this process, teacher mediation is essential,
not only to support ethical navigation of music technology and prevent cultural appropri-
ation, but also to cultivate an environment where transcultural sonic interplay can emerge
authentically. These findings represent a snapshot of classroom realities within a specific
institutional setting and a limited participant group. The approaches described here should
not be viewed as universal models, but as contributions to a broader inquiry into culturally
sustainable music pedagogies. Future research could further examine how transcultural
sonic interplay unfolds across diverse contexts, and how technological tools and teacher
autonomy can support more equitable, creative, and culturally responsive musical learning.
As music education continues to evolve in an increasingly digital and interconnected world,
the pedagogical paradigms presented here must be continually revisited considering emerg-
ing technologies, curricular shifts, and needs of a pluralistic society.
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Abstrakti

Kulttuurienvilinen dinellinen vuorovaikutus: Pedagogisia lihestymistapoja
kulttuurisesti kestidviin musiikintekoon digitaalisessa oppimisympiiristossi
lukioasteella

assa tutkimuksessa tarkastellaan musiikillisen saveltimisen ja kulttuurienvélisen

vuorovaikutuksen pedagogista yhteispelid digitaalisiin ddnitydasemiin (DAW, Digital

Audio Workstation) perustuvissa oppimisympdristoissa kansainvalisessa yksityisessd
lukiossa. Vapaasti saatavilla olevat DAW-aanikirjastot painottuvat padosin lansimaiseen po-
pulaarimusiikkiin, mikd rajoittaa opiskelijoiden mahdollisuuksia tutustua monipuolisiin mu-
sitkillisiin perinteisiin. Opetussuunnitelma korostaa kulttuurista moninaisuutta keskeisena
kasvatuksellisena arvona ja saveltamista musiikkikasvatuksen keskeisend oppimistavoitteena.
Opettajan pedagoginen autonomia talla koulutusasteella seké digitaalisten tyokalujen vapaa
saatavuus voivat mahdollistaa tdssa tutkimuksessa esitetyn pedagogisen viitekehyksen to-
teuttamisen, jossa DAW-pohjainen séveltaminen kytkeytyy kulttuurisen monimuotoisuuden
tukemiseen. Tutkimus tuo esiin kulttuurisesti kestavan pedagogiikan tarpeen, jossa korostuu
opettajan rooli kulttuurienvélisend valittdjana.

Taten tutkimuksessa kerattiin laadullista aineistoa sen analysoimiseksi, miten kulttuuri-
sen moninaisuuden painottaminen DAW-pohjaisessa saveltamisessd vaikuttaa opiskelijoiden
luovuuteen, motivaatioon, yhteiséllisyyden tunteeseen sekd arvostukseen kulttuurisen mo-
nimuotoisuuden arvoja kohtaan. Tulokset osoittavat myds, ettd monikulttuuriset oppimis-
ymparistt, kun ne yhdistetaan kulttuurienvalisiin prosesseihin, edistavat kulttuurienvalisid
(transkulttuurisia) tuloksia yhdistimalld perinteisia ja moderneja musiikillisia ilmaisumuo-
toja. Lahestymistapa osoittautuu tchokkaaksi menetelmaiksi opettaa musiikin saveltamista
digitaalisilla tyokaluilla samalla, kun se tukee opetussuunnitelmaan sisaltyvia kulttuurisen
moninaisuuden arvoja. Lopulta tutkimus tarjoaa uusia ndkokulmia keskusteluun siitd, mit-
en teknologia voi samanaikaisesti sdilyttad ja uudistaa erilaisia musiikillisia perinteita.

Asiasanat: transkulttuurisuus, kulttuurinen monimuotoisuus, musiikkiteknologia, saveltiminen, lukio-opetus
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Abstract

Toward transcultural sonic interplay: Exploring pedagogies for digital
composition in general upper secondary music education

his study explores the pedagogical interplay between music composition and in-

tercultural engagement within Digital Audio Workstation (DAW)-based learning

environments at an international private General Upper Secondary School in the
Helsinki metropolitan area. Free-access DAW libraries often limit students’ interaction with
diverse musical traditions by predominantly featuring sounds and aesthetics from main-
stream Western popular music. In Finland, the current National Core Curriculum for Gen-
eral Upper Secondary Education positions cultural diversity as a core educational value
and highlights composition as a central learning objective in music education. Combined
with teacher autonomy at this level, free access to digital tools offers opportunities to de-
velop pedagogical strategies that respond to these curricular aims. This article emphasizes
the teacher’s role as a cultural mediator, fostering deeper levels of intercultural reflection in
DAW-based music composition.

Qualitative data were collected to explore how students experienced intercultural en-
gagement through collaborative digital composition and how this may have shaped their
musical learning. The findings suggest that such an approach can enhance students’ crea-
tivity, motivation, sense of belonging, and openness to diverse musical expressions. Partici-
pant reflections and teacher-researcher observations indicate that multicultural learning en-
vironments, when supported by guided intercultural processes, may not produce fully trans-
cultural artistic results but can help create the conditions for future transculturally oriented
outcomes. This approach appears promising for teaching digital music composition in ways
that align with the inclusive and pluralistic values of the Finnish national curriculum. Ulti-
mately, the study contributes to ongoing discussions on how cultural diversity is represented
within music technology tools.

Keywords: transculturalism, cultural diversity, music technology, music composition, general upper secondary
school education
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